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TRANSLATOR'S    PREFACE. 


In  recent  years  the  literature  of  education  has  been  enriched  by 
no  contributions  superior  to  Compayr^'s  "  Histoire  de  la  Pedagogic  " 
and  "  Cours  de  Pedagogic,  Tbeorique  et  Pratique."  The  qualities 
that  are  so  conspicuous  in  the  first,  —  wise  selection  of  material, 
absolute  clearness  of  statement,  judicial  fairness  in  the  treatment 
of  open  questions,  critical  insight,  width  of  intellectual  perspective, 
^  elegance  of  diction,  —  also  characterize  the  second ;  and  these  two 
'^  volumes  may  be  accepted  as  the  best  resume  yet  made  of  the  his- 
»  tory,  the  theory,  and  the  practice  of  education. 

>^  M.  Compayrd  is  too  wise,  too  catholic,  and  too  honest  to  be  an 

•^         extremist,  and  his  familiarity  with  the  history  of  education  has 
,  J        preserved  his  respect  for  the  thinkers  and  teachers  of  the  past,  and 
)}         has  saved  him  from  the  illusion  that  a  revolution  in  doctrines  and 
f        methods  is  imminent.     As  the  reader  proceeds  from  chapter  to 


t'  chapter  he  is  affected  by  the  words  of  a  judge  whose  sole  preoccu- 
s^  pation  is  the  truth,  and  not  of  an  attorney  who  is  addressing  a  jury- 
box.  In  the  wide  and  wise  economy  of  things,  partisans  and  ex- 
tremists doubtless  have  their  uses  ;  but  the  habit  of  mind  that  is 
most  worthy  of  cultivation  is  temperance,  candor,  and  judicial  fair- 
ness in  dealing  with  a  question  so  complex  and  difficult  as  that  of 
e<lucation.  This  is  the  prevailing  spirit  of  every  volume  which 
has. proceeded  from  the  pen  of  M.  Compayr^. 

These  lectures  will  commend  themselves  to  that  class  of  teachers, 
now  happily  growing  in  numbers,  who  are  looking  to  psychology 
as  the  rational  basis  of  their  art.  They  will  discover,  perchance 
to  their  surprise  and  delight,  that  psychology  is  not  an  occult  sci- 
ence, but  that  the  main  laws  and  essential  facts  of  the  intellectual 

life  can  be  expressed  in  intelligible  terms.     This  subject,  like  every 
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other  upon  which  man  makes  a  trial  of  his  thought,  finally  shades 
off  into  transcendental  vagueness  and  uncertainty;  but  happily 
the  portions  that  have  a  real  value  for  guidance  lie  quite  within 
the  compass  of  the  common  understanding.  For  the  purposes  of 
disinterested  science  the  mind  may  be  analyzed  as  though  it  were 
an  inert  thing,  just  as  a  dead  body  may  be  dissected,  and  most 
psychologies  seem  to  have  been  written  from  this  point  of  view ; 
but  for  the  teacher's  use  the  mind  should  be  studied  in  its  cardinal 
movements  when  engaged  in  the  process  of  learning.  Such  in  the 
main  is  M.  Compayre*s  treatment  of  the  subject  in  Part  First  of 
these  Lectures. 

The  thoughtful  reader  can  hardly  fail  to  experience  the  charm 
of  the  author's  ardent  patriotism.  In  this  volume  the  teacher  is 
considered  as  enlisted  in  the  service  of  the  state,  working  for  her 
preservation,  her  prosperity,  her  glory ;  and  the  common  school  is 
a  mould  out  of  which  shall  issue  the  highest  type  of  republican 
citizenship.  The  teacher  who  surveys  his  work  from  this  vantage- 
ground  must  be  made  of  poor  stuff  if  he  does  not  feel  a  conscious 
pride  in  his  calling,  and  does  not  attain  a  higher  success  by  keep- 
ing steadily  and  clearly  in  view  this  goal  of  his  efforts. 

In  America,  as  in  France,  the  state  by  deliberate  intent  as  well 
as  by  a  necessary  evolution  has  become  an  educator.  The  public 
school  is  a  civil  institution,  but  on  this  account  it  is  neither  god- 
less, unchristian,  nor  immoral.  Between  the  church  and  the  state 
there  has  come  about  a  division  of  functions,  and  there  is  no  good 
reason  why  they  may  not  cooperate  as  honorable  and  helpful  allies. 
This  thought  has  never  been  more  tersely  and  beautifully  expressed 
than  in  these  words  by  our  author : 

"  We  shall  continue  to  build  on  our  solid  bases  of  justice,  charity,  and 
tolerance  the  human  city,  while  leaving  to  the  ministers  of  religion 
the  task  of  building  beside  it  what  Saint  Augustine  called  the  city  of 
God." 

The  teacher's  happiness  and  professional  improvement  both  re- 
quire that  he  should  have  an  educational  creed  as  an  intellectual 
and  moral  support.  In  education,  as  in  politics  and  religion,  a 
firm  belief  in  certain  first  principles  is  necessaiy  in  order  to  give 
stability  to  character  and  to  make  continuous  growth  possible. 
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For  the  ends  here  pointed  out,  it  is  not  required  that  educational 
creeds  should  be  uniform,  the  essential  thing  being  merely  that 
each  teacher  hold  fast  to  some  system  of  probable  truth ;  but  it  is 
necessary  that  each  one's  creed  be  elastic  enough  to  accommodate 
new  truths  or  modifications  of  old  truths.  We  may  well  take 
alarm  when  we  are  no  longer  conscious  of  such  internal  modifica- 
tions of  our  educational  beliefs.  The  best  service  a  book  can  ren- 
der a  teacher  is  to  assist  him  in  the  formation  of  his  opinions,  and 
for  this  purpose  it  must  be  dispassionate  in  tone  and  must  carry 
critical  insight  into  all  its  discussions.  This  volume  is  pervaded 
by  this  spirit,  so  wholesome  and  helpful,  and  I  experience  no  little 
happiness  from  the  thought  that  by  means  of  this  translation  I  may 
help  American  teachers  in  the  formation  of  a  rational  educational 
creed. 

The  catholic  spirit  everywhere  manifested  by  M.  Compayr^  jus- 
tifies me  in  expressing  mild  and  cautious  dissent  on  a  few  mani- 
festly open  questions ;  and  I  have  ventured  to  express  my  thought 
in  a  few  brief  articles  in  the  Appendix. 

If  this  volume  shall  meet  the  hearty  approval  that  was  given  the 
"  History  of  Pedagogy,*'  I  shall  feel  anew  my  obligations  to  the 
teaching  profession. 

W.    H.    PAYNE- 
NASHVILLE,  April  1,  1888. 
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I  DO  not  presume  to  offer  to  the  public,  in  this  volume,  a  com- 
plete treatise  on  education :  my  purpose  is  simpler  and  more  mod- 
est. In  bringing  together  the  lectures  given  in  the  higher  normal 
schools  of  Fontenay-aux-Roses  and  Saint  Cloud,  I  have  simply 
intended  to  compose  an  elementary  manual  of  teaching.  In  the 
vast  field  of  the  principles  and  the  practice  of  education,  I  have 
selected  only  the  indispensable  ideas,  those  of  which  no  one  who 
educates  and  instructs  children  can  afford  to  be  ignorant. 

In  the  composition  of  this  volume  I  have  made  free  use  of  the 
works  of  my  predecessors.  The  best  praise  that  can  be  given  tbem 
is  to  do  what  I  have  done,  —  quote  them  on  almost  every  page. 
However,  I  have  endeavored  not  to  imitate  them,  in  at  least  two 
respects,  —  their  dryness  and  their  prolixity. 

Too  many  manuals  of  teaching,  in  fact,  are  but  dry  nomencla- 
tures, in  which  the  spirit  of  pure  form  reigns  supreme  and  multiplies 
divisions,  definitions,  and  distinctions  of  every  sort,  with  a  pedan- 
tic display  which  seems  borrowed  from  the  ancient  logic. 

On  the  other  hand,  taking  advantage  of  the  intimate  relations 
between  pedagogy  and  the  philosophical  sciences,  other  writers  on 
education  have  given  undue  extension  to  the  sphere  of  their  art, 
having  included  in  it,  in  fact,  the  whole  of  psychology,  the  whole 
of  ethics,  and  the  whole  of  philosophy. 

I  have  sought  a  just  medium  between  these  extremes,  and  have 
attempted  to  make  my  treatment  of  the  subject  at  once  simple  and 
of  living  interest. 

I  do  not  think  it  enough  to  enumerate  a  certain  number  of 
abstract  rules  and  scholastic  formulas :  my  treatment  ascends  to 
principles,  but  with  as  much  discretion  as  possible.     From  the 
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medley  of  modern  lucubrations  it  lops  off  everything  superfluous,  in 
order  to  reserve  for  use  what  is  really  essential ;  it  restricts  itself 
to  the  clearest  and  the  most  practical  conceptions. 

I  divide  my  treatise  into  two  very  distinct  parts.  I  first  study 
the  child  in  himself,  in  his  natural  development,  and  in  the  formal 
culture  of  his  faculties ;  and  then,  abandoning  the  subject  of  edu- 
cation, I  examine  the  object  of  it, — that  is  to  say,  instruction  and 
discipline,  the  methods  of  the  one  and  the  principles  and  rules 
of  the  other. 

In  the  first  part,  I  call  to  my  aid  all  who  have  studied  child- 
hood, correcting  and  completing  their  observations  by  my  own 
studies. 

In  the  second  part,  I  have  expressly  consulted  those  who  have 
professional  competence,  who  have  in  their  own  practice  put  to 
the  test  methods  of  instruction  and  principles  of  discipline.  For 
example,  in  order  to  extract  the  practical  suggestions  that  are, 
as  it  were,  buried  in  them,  I  have  perused  the  voluminous  and 
interesting  Rapports  of  the  Inspectors-Greneral  upon  the  condition 
of  primary  instruction.^ 

Without  doubt,  the  best  system  of  teaching,  like  the  best  logic, 
is  still  that  which  we  make  for  ourselves  through  study,  experi- 
ence, and  personal  reflection.  Certainly,  it  is  not  required  to 
have  learned  by  heart  and  recited,  as  some  authors  of  teachers* 
manuals  still  demand,  a  catechism  of  method;  but  in  order  to 
aid  the  reflection  and  guide  the  experience  of  each  novice  in 
instruction,  the  book  is  very  far  from  being  useless,  though  it  do 
nothing  more  than  stimulate  personal  reflection.  It  is  just  in 
this  spirit,  less  for  imposing  doctrines  than  for  suggesting  reflec- 
tions, that  this  modest  volume  has  been  written.  I  trust  that  it 
may  receive  the  same  welcome  as  my  "History  of  Pedagogy," 
of  which  it  is  the  sequel. 

1  Paris,  Impnm&rie  nationale,  187»-1880, 1881-1882. 
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THEORETICAL   PEDAGOGY. 


CHAPTEE    I. 

EDUCATION   IN    GENEEAL. 

1.  Origin  of  the  Word  Education.  —  "  Education  "  is 
a  word  relatively  new  in  the  French  language.  Montaigne 
employs  it  only  once,  in  a  sentence  often  quoted :  "I  pro- 
test against  all  violence  in  the  education  of  a  tender  soul, 
which  is  being  trained  for  honor  and  liberty.*'^  With  this 
exception,  he  always  employs  the  expression  institution  des 
enfants^  from  which  we  have  the  word  instituteur.  The 
writers  of  the  sixteenth  century  were  accustomed  to  use 
the  word  nourriture  in  the  same  sense,  as  in  the  well- 
known  proverb,  Noumture  passe  nature  (Nurture  is  more 
than  Nature).  But  in  the  seventeenth  century,  '*  educa- 
tion "  comes  into  current  use  to  designate  the  art  of  train- 
ing men. 

2.  Education  is  the  Prerogative  of  Man.  —  To  man 
must  be  reserved  the  noble  term  education.  Training 
suffices  for  animals,  and  cultivation  for  plants.  Man  alou;? 
is  susceptible  of  education,  because  he  alone  is  capable  of 
governing  himself,  and  of  becoming  a  moral  being.  An 
animal,  through  its  instincts,  is  all  that  it  can  be,  or  at 
least  all  that  it  has  need  of  being.     But  man,  in  order  to 

1  Montaigne,  Essais,  I.,  II.,  Chap.  VIII. 
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perfect  himself,  has  need  of  reason  and  reflection ;  and  as 
at  birth  he  does  not  himself  possess  these  qualities,  he  must 
be  brought  up  by  other  men. 

3.  Is  THERE  A  Science  op  Education?  —  No  one  doubts, 
to-day,  the  possibility  of  a  science  of  education.  Education 
is  itself  an  art,  skill  embodied  in  practice ;  and  this  art 
certainly  supposes  something  besides  the  knowledge  of  a 
few  rules  learned  from  books.  It  requires  experience, 
moral  qualities,  a  certain  warmth  of  heart,  and  a  real  in- 
spiration of  intelligence.  There  can  be  no  education  with- 
out an  educator,  any  more  than  poetry  without  a  poet,  —  that 
is,  without  some  one  who  by  his  personal  qualities  vivifies 
and  applies  the  abstract  and  lifeless  laws  of  treatises  on 
education.  But,  just  as  eloquence  has  its  rules  derived 
from  rhetoric,  and  poetry  its  rules  derived  from  poetics ; 
just  as,  in  another  order  of  ideas,  medicine,  which  is  an 
art,  is  based  upon  the  theories  of  medical  science ;  so 
education,  before  being  an  art  in  the  hands  of  the 
masters  who  practise  it,  who  enrich  it  by  their  versatility 
and  their  devotion,  who  put  upon  it  the  impress  of  their 
mind  and  heart,  —  education  is  a  science  which  philoso- 
phy deduces  from  the  general  laws  of  human  nature,  and 
which  the  teacher  perfects  by  inductions  from  his  own 
experience. 

There  is,  therefore,  a  science  of  education,  a  practical 
and  applied  science,  which  now  has  its  principles  and  laws, 
which  gives  proof  of  its  vitality  by  a  great  number  of  pub- 
lications, both  in  France  and  abroad,  and  which  has  also 
its  peculiar  designation.  Pedagogy^  although  there  is  still 
hesitation  in  adopting  it. 

4.  Pedagogy  and  Education.  — It  is  to  be  regretted  that 
so  many  writers  still  confound  pedagogy  with  education. 
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There  is  more  than  a  shade  of  difference  between  these  two 
terms.  Pedagogy,  so  to  speak,  is  the  theory  of  education, 
and  education  the  practice  of  pedagogy.  Just  as  one  may 
be  a  rhetorician  without  being  an  orator,  so  one  may  be 
a  pedagogue  —  that  is,  may  have  a  thorough  knowledge  of 
the  rules  of  education  —  without  being  an  educator,  without 
having  practical  skill  in  the  training  of  children.^ 

"  To  form  a  man,"  says  Marion,  eloquently,  "  is  a  fine  art,  a 
perilous  undertaking.  In  this  art  do  not  venture  the  infallibility 
of  a  systematic  geometry,  and  do  not  expect  from  it  the  supreme 
tranquillity  of  finely  wrought  demonstrations.  In  the  prosecution 
of  this  art  there  will  be  contest,  the  imforeseen,  brusque  transi- 
tions, whims,  failures,  recoveries,  inertia,  the  miracles  of  free  and 
active  nature.  There  will  be  all  the  tumultuous  ebb  and  flow,  the 
bursting  into  harmony  and  the  degenerating  into  chaos,  which 
are  in  man  as  well  as  in  the  sea."^ 

But  from  these  difficulties  in  practice  we  must  not  con- 
clude either  that  the  rules  of  education  do  not  exist,  or  that 
it  is  useless  to  know  them.     In  medicine  also  how  much 

1  M.  Compayre's  use  of  the  terms  pedagogy  and  pedagogue  may  be 
illustrated  as  follows :  A  writer  who  discusses  educational  questions 
from  the  theoretical  point  of  view  is  a  pedagogue,  and  his  treatise  is 
a  work  on  pedagogy;  while  a  man  who  directs  educational  affairs 
without  actually  teaching,  as  a  superintendent  of  public  instruction 
or  of  schools,  is  an  educator.  A  history  of  pedagogy  is  an  account 
of  the  rise,  progress,  and  present  state  of  educational  theories  or  ideas ; 
while  a  history  of  education  is  an  account  of  the  rise,  progress,  and 
present  state  of  educational  systems  and  establishments.  In  other 
words,  education  in  its  theoretical  or  scientific  aspect  is  pedagogy; 
while  in  its  practical  aspect,  or  in  its  (ait-phase,  it  is  education.  But 
if  distinctive  terms  are  needed  to  designate  these  two  phases,  why 
not  call  education  in  the  first  sense  Pedagogics,  and  in  the  second 
Pedagogy?  We  might  thus  escape  the  tautology  of  theoretical  peda- 
gogy and  the  inconsistency  of  practical  pedagogy.    (P.) 

2  Marion's  Lectures  on  the  Science  of  Education^  Manuel  g^n^ral 
de  Vinstruction  primaire,  Paris,  1P84,  p.  13. 
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that  is  unforeseen,  what  freaks  of  nature,  how  many  sur- 
prises that  baffle  our  fears  or  deceive  our  hopes !  And 
yet  what  we  demand  above  all  else  of  a  physician  is  to 
have  a  thorough  knowledge  of  the  principles  and  rules  of 
his  art. 

Let  it  not  be  said,  then,  that  for  educating  men  there  is 
required  neither  precision  of  analysis  nor  science.  Let  it 
be  said,  rather,  that  all  this  is  not  enough,  because  living 
nature,  by  its  sudden  upheavals  and  unexpected  falls, 
by  its  mobility  and  its  diversity,  can  hold  in  check  the 
best-established  calculations.  But  recollect,  however,  that 
there  are  rules  and  principles,  if  not  infallible,  at  least 
generally  efficacious.  Recollect,  also,  that  these  rules  are 
becoming  more  exact  day  by  day,  and  that  with  the  progress 
of  science  this  approximation  becomes  greater  and  greater. 

The  further  we  go,  the  better  we  know  childhood,  and  the 
more  deeply  we  fathom  the  laws  of  human  nature ;  the  more 
perfect,  also,  educational  methods  become,  and  the  more 
nearly  they  approach  the  truth.  It  is  said  that  experience 
is  everything  and  science  nothing ;  but  what,  pray,  is 
science  itself,  if  not  the  experience  of  the  ancients  and  of 
all  those  who  have  preceded  us?  Then  let  us  not  allotr 
ourselves  to  think,  with  Diesterweg,  that  the  study  of  peda- 
gogy is  of  no  account,  and  that  one  is  born  an  educator 
just  as  one  is  born  a  poet.^  Let  us  not  fall  into  the  pre- 
judice of  thinking  that  a  professor  or  a  teacher  has  no  more 
need  of  knowing  the  theoretical  laws  of  education  and 
instruction  than  we  have  of  learning  the  functions  of  diges- 
tion from  a  book  on  physiology,  in  order  that  our  food  may 
be  properly  digested.  In  the  matter  of  education,  tliat 
which  is  worth  still  more  than  inspiration  is  inspiration 
enlightened  and  regulated  by  science. 

1  (Euvres  Choisies  de  Diesterweg.    Hachette,  1884,  p.  272. 
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5.  Pedagogy,  and  its  Scientific  Principles. — Can  it 
be  said  that  pedagogy  has  now  become  an  organized 
science,  and  that  recent  progress  has  liberated  it  from  those 
gropings  and  uncertainties  which  every  science  traverses  in 
its  earlier  stages?  We  do  not  go  so  far  in  our  assumptions. 
Notwithstanding  the  great  feats  already  accomplished,  it  is 
still  necessary  to  repeat  to-day  what  Diesterweg  said  in 
1830.  The  scientific  coordination  of  the  precepts  and 
experiments  of  pedagogy  is  still  rather  an  aspiration  or  a 
hope  than  an  accomplished  fact. 

"Would  to  God,*'  he  wrote,  "that  we  had  made  enough 
progress  so  that,  I  do  not  say  all  men,  but  merely  men  of  culture, 
were  agreed  as  to  Ihe  best  mode  of  education ;  that  we  could  not 
only  determine  with  certainty  what  is  good  and  what  is  bad,  and 
what  the  results  are  of  such  or  such  a  method,  but  also  give  a 
reason  for  our  conclusions."  ^ 

But  if  we  still  have  need  of  seeking  the  solution  of  certain 
problems,  we  at  least  know  where  these  solutions  can  be 
found,  and  from  what  sources  we  must  draw  in  order  to 
give  more  and  more  exactness  to  our  conceptions  of  educa- 
tion. Like  all  the  practical  sciences,  pedagogy  rests  upon 
certain  theoretical  data,  or  upon  a  scientific  basis. 

6.  The  Relation  of  Pedagogy  to  Psychology.  —Just 
as  the  physician  ought  to  know  the  organs  and  the  func- 
tions of  the  body  which  he  treats,  the  farmer  the  nature  of 
the  soil  which  he  cultivates,  and  the  sculptor  the  qualities 
of  the  marble  which  he  chisels  and  of  the  clay  which  he 
kneads,  so  the  teacher  cannot  do  withoat  the  knowledge  of 
the  laws  of  the  mental  organization, — that  is,  the  study 
of  psychology. 

In  truth,  the  rules  for  teaching  are  but  the  laws  of  psy- 

^  Diesterweg,  op.  cit,  p.  54. 
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chology  applied,  transformed  into  practical  maxims,  and 
tested  by  experience. 

Psychology  is  the  basis  of  all  the  practical  sciences  which 
have  to  do  with  the  moral  faculties  of  man ;  but  the  other 
sciences  which  are  derived  from  psychology  treat  of  but 
certain  energies  of  the  human  soul, — logic,  of  thought; 
aesthetics,  of  the  sentiment  of  the  beautiful ;  ethics,  of  the 
will.  Pedagogy  alone  embraces  all  faculties  of  the  soul, 
and  should  put  under  contribution  the  whole  of  psychology. 

7.  Is  THERE  AN  InFANT  PSYCHOLOGY? — It  iS  not,  how- 

ever,  general  psychology,  the  psychology  of  the  grown  man, 
which  alone  ought  to  inspire  the  teacher.  Whatever  may 
have  been  said  about  it,  there  is  a  psychology  of  the  child, 
because  there  is  a  childhood  of  the  soul.  The  idealists,  like 
Malebranche,  should  be  the  only  ones  to  assert  that  the 
human  spirit  has  no  age,  that  from  the  hour  of  bu'th  it  is 
all  that  it  can  become,  and  that  it  is  already  capable  of 
comprehending  the  loftiest  abstractions.^  To  an  impartial 
observer  it  is  evident  that  the  mind  is  developed  and 
formed  in  accordance  with  certain  laws  of  growth  which 
definitely  constitute  the  psychology  of  the  child.  Psychol- 
ogy, in  a  word,  is  not  an  invariable  geometry,  establishing 
immutable  theorems,  but  a  historv,  at  least  for  the  first 
years  of  life,  which  relates  the  gradual  evolution  of  the 
different  faculties. 

It  has  been  truly  said  that  if  we  wish  to  train  a  man,  we 
must  know  the  psychology  of  men  ;  but  we  would  add  that 
if  we  would  educate  a  child,  we  must  study  the  psychology 
of  the  child.  ^ 

1  See  Compayre,  History  of  Pedagogy  (Boston :  1886),  p.  193. 

2  It  is  safer,  with  Pestalozzi,  to  look  for  the  man  in  the  child,  tlian 
to  regard  the  child  as  being  sui  generis.  The  progress  from  childhood 
to  manhood  is  an  insensible  transition ;  there  is  no  brusque  passage 
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8.  The  Relations  of  Pedagogy  with  other  Sgiekoes. 
—  Of  course,  since  pedagogy  embraces  the  whole  human 
being,  it  does  not  derive  its  inspiration  from  psychology 
alone.  In  order  to  give  a  competent  treatment  of  physical 
education,  and  even  of  certain  parts  of  intellectual  and 
moral  education,  biology  in  general,  and  more  particularly 
the  anatomy  and  physiology  of  man,  are  summoned  to 
render  important  services. 

In  the  same  way  it  would  be  easy  to  prove  that  pedagogy 
cannot  dispense  with  the  aid  of  ethics  and  logic.  \  Educa- 
tion tends  to  lead  man  to  his  proper  destination,  and  it  is 
ethics  which  determines  the  real  end  of  human  actions, 
the  essential  nature  of  all  that  we  call  good  and  desirable. 
On  the  other  hand,  education  is  the  culture  of  thought) 
and  reason,  and  it  is  logic  which  makes  known  the  best 
methods  of  weighing  knowledges  in  order  to  discover  the 
truth. 

Pedagogy,  or  the  science  of  education,  then,  has  its 
method,  which  consists  in  observing  all  the  facts  of  the 
physical  and  moral  life  of  man,  or  rather  in  making  use  of 
the  general  laws  which  inductive  reflection  has  constructed 
from  these  facts.  Let  us  now  define  with  greater  precision 
its  object  and  the  principles  which  ought  to  guide  it. 

9.  Different  Definitions  of  Education. — The  educa- 
tors are  rare  who,  like  Locke,  have  written  formal  treatises 
on  education  without  defining  it,  without  collecting  into  one 
single  formula  the  elements  of  their  system.^     In  general, 

from  one  to  the  other,  such  as  seems  to  be  implied  in  the  term  "  infant 
psychology."  However,  this  distinction  will  be  serviceable  if  it  shall 
emphasize  the  need  of  adapting  instruction  to  the  powers  and  the 
mental  needs  of  the  child.  Dr.  White's  discussion  of  this  subject 
(Elements  of  Pedagogy)  is  valuable.  ,(P.) 
1  See  the  opening  paragraphs  of  Tfumghts  on  Education. 
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each  writer  on  education  has  his  own  definition,  and  this 
diversity  is  chiefly  due  to  the  fact  that  the  greater  number 
have  wrongly  included  in  their  definitions  the  indication 
of  the  particular  methods  and  different  means  which  educa- 
tion calls  to  its  aid. 

It  will  not  be  without  interest  to  mention  in  this  place  the 
principal  definitions  that  are  of  note,  either  on  account  of 
the  names  of  their  authors  or  of  the  relative  exactness  of 
their  connotations. 

One  of  the  most  ancient,  and  also  one  of  the  best,  is  that 
of  Plato:  — 

"  The  purpose  of  education  is  to  give  to  the  body  and  to  the 
soul  all  the  beauty  and  all  the  perfection  of  which  they  are 
capable." 

The  perfection  of  human  nature,  such  indeed  is  the  ideal 
purpose  of  education. 

It  is  in  the  same  sense  that  Kant,  Madame  Necker  de 
Saussure,  and  Stuart  Mill  have  given  the  following  defini- 
tions :  — 

"Education  is  the  development  in  man  of  all  the  perfection 
which  his  nature  permits." 

"  To  educate  a  child  is  to  put  him  in  a  condition  to  fulfil  as 
perfectly  as  possible  the  purpose  of  his  life." 

"  Education  includes  wliatever  we  do  for  ourselves  and  whatever 
is  done  for  us  by  others,  for  the  express  purpose  of  bringing  us 
nearer  to  the  perfection  of  our  nature." 

Here  it  is  the  general  purpose  of  education  which  is  prin- 
cipally in  view.  But  the  term  perfection  is  somewhat 
vague  and  requires  some  explanation.  Herbert  Spencer's 
definitipn  responds  in  part  to  this  need  :  — 

"Education  is  the  preparation  for  complete  living." 

But  in  what  does  complete  living  itself  consist?  The 
definitions  of  German  educators  give  us  the  reply*:  — 


ir 
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"  Education  is  at  once  the  art  and  the  science  of  guiding  the 
young  and  of  putting  them  in  a  condition,  by  the  aid  of  insti-uc- 
tion,  through  the  power  of  emulation  and  good  example,  to 
attain  the  triple  end  assigned  to  man  by  his  religious,  social,  and 
national  destination."    (Niemeyer.) 

"  Education  is  the  harmonious  and  equable  evolution  of  the 
human  faculties  by  a  method  founded  upon  the  nature  of  the 
mind  for  developing  all  the  faculties  of  the  soul,  for  stirring  up 
and  nourishing  all  the  principles  of  life,  while  shunning  all  one- 
sided culture  and  taking  account  of  the  sentiments  on  which 
the  strength  and  worth  of  men  depend."     (Stein.) 

"Education  is  the  harmonious  development  of  the  physical, 
intellectual,  and  moral  faculties."    (Denzel.) 

These  definitions  have  the  common  fault  of  not  throwing 
into  sharper  relief  the  essential  character  of  education 
^  properly  so  called,^  which  is  the  premeditated,  intentional 
action  which  the  will  of  a  man  exercises  over  the  child 
to  instnict  and  train  him.  They  might  be  applied  equally 
well  to  the  natural,  instinctive,  and  predetermined  develop- 
ment of  the  human  faculties.  In  this  respect  we  prefer  the 
following  formulas :  — 

"  Education  is  the  process  by  which  one  mind  forms  another 
mind,  and  one  heart  another  heart."     (Jules  Simon.) 

"Education  is  the  sum  of  the  intentional  actions  by  means 
of  which  man  attempts  to  raise  his  fellows  to  perfection." 
(Marion.) 

"  Education  is  the  sum  of  the  efforts  whose  purpose  is  to  give 
to  man  the  complete  possession  and  correct  use  of  his  different 
faculties."    (Henry  Joly.) 

Kant  rightly  demanded  that  the  purpose  of  education 
should  be  to  train  children,  not  with  reference  to  their 
success  in  the  present  state  of  human  society,  but  with 
reference  to  a  better  state  possible  in  the  future,  in  accord- 
ance with  an  ideal  conception  of  humanity.  We  must 
surely  assent  to  these  high  and  noble  aspirations,  without 

/ 
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forgetting,   however,   the    practised    aims    of    educational 
effort.     It  is  in  this  sense  that  James  Mill  wrote  :  — 

• "  The  end  of  education  is  to  render  the  individual  as  much  as 
possible  an  instrument  of  happiness,  first  to  himself,  and  next  to 
other  beings." 

Doubtless  this  definition  is  incomplete,  but  it  has  the 
merit  of  leading  us  back  to  the  practical  realities  and 
the  real  conditions  of  existence.  The  word  happiness  is 
the  utilitarian  translation  of  the  word  perfection.  A  lofty 
idealism  should  not  make  us  forget  that  the  human  being 
aspires  to  be  happy,  and  that  happiness  is  also  a  part 
of  his  destination.  Moreover,  without  losing  sight  of 
the  fact  that  education  is  above  all  else  the  disinterested 
development  of  the  individual,  of  one's  personality,  it 
is  well  that  the  definition  of  education  should  remind  us 
that  we  do  not  live  solelv  for  ourselves,  for  our  own 
single  and  selfish  perfection,  but  that  we  also  live  for 
others,  and  that  our  existence  is  subbrdinate  to  that  of 
others. 

What  are  we  to  conclude  from  this  review  of  so  manv 
different  definitions?  First,  that  their  authors  have  often 
complicated  them  by  the  introduction  of  various  elements 
foreign  to  the  exact  notion  of  the  word  education,  and  that 
it  would  perhaps  be  better  to  be  satisfied  to  say,  with 
Rousseau,  for  the  sake  of  uniting  simply  on  the  sense  of 
the  word,  "  Education*  is  the  art  of  bringing  up  children  and 
of  forming  men."  But  if  we  are  determined  to  include  in 
the  definition  of  education  the  determination  of  the  subject 
upon  which  it  acts  and  the  object  which  it  pursues,  we  shall 
find  the  elements  of  such  a  conception  here  and  there  in  the 
different  formulas  which  we  have  quoted.  It  would  suflSce 
to  bring  them  together  and  to  say :  — 

**  Education  is  the  sum  of  the  reflective  efforts*  by  which  we  aid 
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nature  in  the  development  of  the  physical,^  intellectual,  and  moral 
faculties  of  man,  in  view  of  his  perfection,  his  happiness,  and  his 
social  destination/* 

10.  Division  of  Education.  —  Education  comprises  dif- 
ferent divisions,  which  correspond  to  a  similar  division  of 
the  faculties  of  human  nature. 

Whatever  theory  may  be  held  as  to  the  nature  of  the 
soul,  whether  it  be  considered  as  a  distinct  and  independent 
substance  or  as  related  to  the  body  as  effect  to  its  cause, 
the  duality  of  the  physical  and  the  moral  is  no  less  real  on 
this  account.  Hence  there  is  a  prime  distinction  to  be 
made  between  the  education  of  the  body  and  tte  education 
of  the  mind. 

But  the  mind  itself  is  subdivided  into  a  certain  number 
of  faculties.  Thus  it  has  long  been  the  custom  to  distin- 
guish intellectual  education  from  moral  education,  the  first 
cultivating  the  intellectual  faculties  and  communicating 
knowledges,  the  other  developing  the  heart  and  the  will, 
and  forming  the  sentiments,  the  habits,  the  conscience,  and 
the  moral  powers. 

In  truth,  it  were  preferable,  having  once  started  in  this 
line  of  thought,  to  follow  to  the  end  the  psychological 
division  of  the  faculties,  and  to  distinguish  the  education 

^  In  a  definition  of  education  we  cannot  omit  the  development  of 
the  physical  faculties.  Yet  many  educators  pass  them  by  in  silence. 
This  is  easily  accoimted  for  in  the  case  of*  theologians,  like  Dupan- 
loup,  who  define  education  as  "the  art  of  preparing  for  the  life 
eternal  by  exalting  the  present  life."  But  it  is  not  so  easy  to 
explain  what  Mr.  Bain  says :  "  Physical  education,  however  important 
it  may  be,  may  be  kept  quite  separate."  {Education  as  a  Science,  p.  3.) 
So  an  English  writer,  James  Sully,  defines  education  in  too  narrow 
a  sense  when  he  says  that  it  is  "  the  practical  science  which  aims  at 
cultivating  the  mind  on  the  side  of  Knowing,  Feeling,  and  Willing 
alike."    (Outlines  of  Psychology,  p.  16.) 
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of  the  intelligence,  the  education  of  the  sentiments,  and  the 
education  of  the  will. 

Horace  Mann,  the  American  educator,  distinguished  the 
three  essential  parts  of  education  in  the  following  eloquent 
extract :  — 

"By  the  word  education  I  mean  much  more  than  the  ability  to 
read,  write,  and  keep  common  accounts.  I  comprehend,  under 
this  noble  word,  such  a  training  of  the  body  as  shall  build  it  up 
with  robustness  and  vigor,  at  once  protecting  it  from  disease  and 
enabling  it  to  act  formatively  upon  the  crude  substances  of 
nature, — to  turn  a  wilderness  into  cultivated  fields,  forests  into 
ships,  or  quarries  and  clay-pits  into  villages  and  cities.  I  mean 
also  to  include  such  a  cultivation  of  the  intellect  as  shall  enable 
it  to  discover  those  permanent  and  mighty  laws  which  pervade  all 
parts  of  the  created  universe,  whether  material  or  spiritual.  This 
is  necessary,  because,  if  we  act  in  obedience  to  these  laws,  all  the 
resistless  forces  of  Nature  become  our  auxiliaries  and  cheer  us  on 
to  certain  prosperity  and  triumph  ;  but  if  we  act  in  contravention 
or  defiance  of  these  laws,  then  Nature  resists,  thwarts,  baffles  us, 
and  in  the  end  it  is  just  as  certain  that  she  will  overwhelm  us  with 
ruin,  as  it  is  that  God  is  stronger  than  man.  And,  finally,  by  the 
term  Education  I  mean  such  a  culture  of  our  moral  affections 
and  religious  susceptibilities  as,  in  the  course  of  NatTU*e  and 
Providence,  shall  lead  to  a  subjection  or  conformity  of  all  our 
appetites,  propensities,  and  sentiments  to  the  will  of  Heaven.'*  ^ 

11.  Another  Division  of  Education.  —  The  preceding 
division  is  founded  on  the  consideration  of  the  subject,  — 
that  is,  of  the  faculties  of  man ;  but  if  we  regard  the  object, 
or  the  end  of  education,  other  divisions  are  made  necessary. 

In  fact,  a  general  or  liberal  education,  which  is  meet  for 
all,  is  one  thing,  and  a  professional  or  technical  education, 
which  prepares  only  for  a  given  vocation,  is  quite  another. 
At  the  normal  school,  for  example,  it  is  not   the   purpose 


1  Lectures  on  Educathn.    Boston,  1855,  pp.  117, 118. 
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merely  to  educate  men,  but  to  train  teachers ;  to  a  general 
education  there  is  added  a  special  education,  an  education 
in  pedagogy. 

"  These  two  species  of  education,"  says  Dupanloup,  "  a  general 
and  liberal  education,  and  a  special  and  professional  education, 
are  equally  important  to  man.  Moreover,  they  are  not  opposed  to 
one  another.  Directly  to  the  contrary,  they  strengthen  and 
perfect  one  another ;  each  is  accomplished  through  the  other.  To 
neglect  one  to  the  advantage  of  the  other  would  be  to  weaken 
them,  and  often  to  ruin  both  at  once."  ^ 

12.  Liberal  Education. — The  true  term  which  should 
be  applied  to  the  education  which  is  general  and  essential  is 
'^  liberal  education,"  although  this  term  has  till  now  been 
expressly  reserved  for  the  studies  which  prepare  for  the 
liberal  professions. 

If  all  men  are  free,  morally  free  in  the  determiRation 
of  their  actions,  and  politically  free  through  their  par  dcipa- 
tion  in  the  government  of  the  society  of  which  they  form 
a  part,  is  it  not  evident  that  they  all  have  the  right,  what- 
ever may  be  their  condition,  to  a  liberal  education  which 
enlightens  and  emancipates  their  mind  and  their  will  ?  For- 
merly the  classical  humanities,  the  dead  languages,  were 
regarded  as  the  sole  instrument  of  a  liberal  education ;  but 
to-day  historical  and  scientific  studies,  even  reduced  to 
their  simplest  elements,  appear  to  us  to  be  studies  truly 
liberalizing,  and  constitute  what  might  be  called  the  primary 
humanities.  Even  the  physical  exercises  which  give  agility 
to  the  body  and  prepare  it  to  become  at  a  later  period  the 
docile  instrument  of  professional  education,  constitute  in 
one  sense  9.  part  of  a  liberal  education. 

"  That  man  has  received  a  liberal  education,"  says  Mr.  Huxley, 
"whb  has  been  so  trained  in  youth  that  his  body  is  the  ready 

1  Dupanloup,  Be  VEducatwriy  tome  I.,  p.  812. 
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servant  of  his  will,  and  does  with  ease  and  pleasure  all  the  work 
that,  as  a  mechanism,  it  is  capable  of ;  whose  intellect  is  a  clear, 
cold,  logical  engine,  with  all  its  parts  of  equal  strength  and  in 
smooth  working  order,  ready,  like  a  steam-engine,  to  be  turned  to 
any  kind  of  work,  and  spin  the  gossamers  as  well  as  forge  the 
anchors  of  the  mind ;  whose  mind  is  stored  with  a  knowledge  of 
the  great  and  fundamental  truths  of  Nature  and  of  the  laws  of  her 
operations ;  one  who,  no  stunted  ascetic,  is  full  of  life  and  fire,  but 
whose  passions  are  trained  to  come  to  heel  by  a  vigorous  will,  the 
servant  of  a  tender  conscience ;  who  has  learned  to  love  all  beauty, 
whether  of  Nature  or  of  art,  to  hate  all  vileness,  to  respect  others 
as  himself."  ^ 

It  is  not  necessary,  then,  in  order  to  receive  a  liberal 
education,  to  aim  at  a  high  intellectual  instruction.  It 
suflSces  that  the  elementary  instruction  has  been  directed  in 
such  a  way  as  to  prepare  for  the  free  development  of  the 
reason.  It  may  be  said,  in  one  sense,  that  the  old  educa- 
tion of  the  Jesuits  was  not  a  liberal  education,  since  it  did 
not  tend  in  a  suflScient  degree  towards  the  emancipation  of 
the  will  and  the  mind.  On  the  contrary,  a  poor  workman 
gives  his  children  a  liberal  education  if  he  strives  to  open 
their  intelligence  and  to  fortify  their  moral  energy,  even 
though  it  is  within  his  power  to  teach  them  nothing  else 
than  the  elements  of  the  sciences. 

13.  The  Principle  of  Nature.  —  Especially  since 
Rousseau's  time,  educational  writers  are  fond  of  repeating 
that  the  grand  principle  of  education  is  conformity  to  the 
laws  of  nature.  We  do  not  intend  to  oppose  this  notion. 
The  nearer  we  come  to  the  natural  needs  of  the  child,  the 
more  fully  we  take  into  account  his  aptitudes,  the  more 
perfectly  shall  we  adapt  the  objects  and  the  methods  of 
instruction  to  the  progressiviB  development  of  his  faculties, 

1  Lay  Sermons f  pp.  34, 35. 
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and  to  the  greater  degree  shall  we  make  of  education  a 
useful  and  truly  efficacious  work,  particularly  if  we  take 
account,  not  only  of  the  general  nature  of  man,  but  of  the 
particular  nature  of  each  child. 

"Man,"  says  Diesterweg,  "ought  to  become  what  nature  has 
destined  him  to  be,  and  it  is  from  his  aptitudes  that  we  are  to 
infer  his  destination.  You  will  vainly  attempt  to  train  him  for 
things  to  which  he  is  not  adapted.  You  will  never  make  an  angel 
of  him,  for  he  was  not  born  for  that.  He  neither  can  be  nor 
ought  to  be  any  other  thing  than  a  man,  and  each  individual,  m 
his  turn,  becomes  what  his  aptitudes  demand  and  make  possible. 
Attempt,  then,  to  make  a  Mozart  of  a  deaf  mute  or  of  a  man  who 
has  no  ears." 

We  are  not  called  upon,  then,  as  was  formerly  done,  to 
contend  against  nature,  to  treat  her  as  an  enemy,  and  to 
resist  her  as  a  deadly  influence.  On  the  contrary,  we  must 
have  confidence  in  her,  without,  however,  going  so  far  as  to 
abandon  ourselves  entirely  to  her.  We  must  treat  her  as 
we  would  a  friend  to  whom  we  listen  and  whom  we  follow, 
but  to  whom  it  is  sometimes  necessary  to  refuse  certain 
concessions. 

14.  What  are  we  to  Understand  by  Nature?  —  But 
if  the  principle  of  nature  is  excellent,  we  cannot  conceal 
the  fact  that  this  tenn  is  vague  and  that  it  admits  of  equiv- 
ocation. In  reality,  what  is  called  nature  is  after  all  an 
ideal  which  each  educator  conceives  in  his  own  way.^ 

"  What,"  says  Diesterweg  in  another  place,  "  is  conformity  to 
nature?  Where  shall  we  find  her?  How  shall  we  know  her? 
What  men  have  remained  faithful  to  her?  Must  we  look  for  them 
in  the  virgin  forests  of  America,  or  in  the  various  tribes  of  the 
South  Sea,  or  rather  in  the  civilized  nations  of  Europe  ?    Where 

^  In  Contributions  to  the  Science  of  Education  I  have  discussed  the 
term  "Nature."    (P.) 
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are  the  privileged  beings  who  have  been  so  fortunate  as  never  to 
have  withdrawn  from  the  watch-care  of  nature  ?  " 

To  find  an  answer  to  this  question,  there  is  no  other 
way  than  to  observe  the  child  with  impartiality  at  the  age 
when  the  conventionalities,  the  fashions,  and  the  arti- 
fices of  society  have  not  yet  spoiled  his  native  simplic- 
ity. As  Rousseau  said,  "  Let  us  study  the  man  in  the 
child." 


15.  Restrictions  to  the  Principle  of  Nature. — But 
however  good  our  opinion  may  be  of  human  nature,  we 
should  not  think  of  humoring  it  in  everything.  Mr.  Bain 
admits  that  there  are  evil  instincts,  such  as  anger,  hatred, 
antipathy,  jealousy,  and  scorn.  Educators  should  repress 
and  correct  them,  instead  of  encouraging  and  developing 
them. 

Moreover,  we  are  not  to  forget  that,  when  abandoned  to 
herself,  nature  makes  only  savages.  It  is  education  alone 
that  can  rescue  us  from  the  animal  state  and  make  men  of 
us.  As  Kant  has  said,  it  is  education  that  rids  us  of  our 
natural  savagery. 

"Man  cannot  become  man,  save  through  education.  He  is 
only  what  education  makes  him.  He  who  has  not  been  disciplined 
is  a  savage." 

In  other  terms,  it  is  not  enough  that  education  should  be 
inspired  by  nature  and  draw  her  rules  from  nature.  Educa- 
tion is  no  less  an  art  on  this  account ;  that  is,  a  body  of 
maxims  founded  on  the  experiences  of  successive  genera- 
tions of  men,  a  body  of  processes  brought  into  conformity 
with  the  new  elements  which  progress  and  civilization  have 
gradually  introduced  into  the  primitive  nature  of  man.  It 
is  not  a  question  of  educating  man  in  general,  but  the  man 
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of  the  nineteenth  century,  the  man  of  a  certain  country,  a 
citizen,  a  Frenchman.^ 

It  is  with  nature  in  education  as  with  universal  suffrage  in 
politics.  Doubtless  we  must  obey  the  majority,  the  law  of 
numbers,  in  our  social  affairs,  just  as  we  must  follow  nature 
in  education.  But  the  majority  itself  should  be  inspired  by 
reason  and  justice,  and  so  natural  education  ought  to  be 
but  the  development  of  the  reason  which  is  in  man.^ 

16.  Education  the  Work  of  Liberty.  —  Education, 
then,  is  not  the  training  of  an  inert  and  passive  being,  but 
the  development  of  a  being  that  is  free  and  active,  whose 
instruction  we  are  to  provoke,  and  whose  spontaneity  we 
are  to  excite. 

Education  has  often  been  likened  to  sculpture,  its  purpose 
being,  so  to  speak,  to  chisel  human  souls  according  to  a 
highly  wrought  model.  The  error  in  this  comparison  is 
forgetting  that  spirit  is  not  inert  matter  that  can  be  fash- 
ioned as  we  will,  that  passively  submits  to  whatever  we 
impose  on  it,  as  marble  or  wood  to  the  chisel  of  the  artist. 

1  There  has  been  no  greater  mistake  in  educational  theory  than  to 
assume  that  the  education  of  to-day  must  be  adjusted  in  accordance 
with  the  needs  of  primitive  man  or  of  primitive  society.  For 
example,  as,  historically,  the  family  came  before  the  state,  it  is 
assumed  that  now,  when  the  state  has  been  definitely  organized, 
family  duties  antedate  duties  to  civil  society.  But  tempora  mutantur, 
et  nos  cum  Ulis  imdamur.  Primitively,  parenthood  preceded  citizen- 
ship; but  now  citizenship  precedes  parenthood.  The  child  must  be 
educated,  not  for  the  primeval  world  of  barbarism  into  which  the 
parents  of  the  race  were  bom,  but  for  the  world  re-created  by  human 
art,  into  which  he  himself  was  bom.    (P.) 

2  Emerson  somewhere  uses  provocation  to  denote  the  spiritual  act 
of  teaching.  Professor  Jowett  makes  Plato  (ilfeno)  use  the  term  elicit 
to  express  the  same  fact.  The  term  induce  perhaps  expresses  still 
more  correctly  the  real  nature  of  instruction  as  it  was  conceived  by 
gocrates.    (P.) 
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Far  different  is  the  mind  of  the  child,  which  ceaselessly 
reacts  upon  that  of  the  educator,  and  mingles  its  own 
activity  with  his.  Education  is  a  work  in  which  pupil  and 
teacher  co-operate.  Often  the  young  co-worker  resists  by 
his  caprices,  by  a  sort  of  open  hostility ;  and  oftener  by  his 
inertia  he  disconcerts  the  plans  of  his  teacher  and  takes  no 
active  part  in  them.  But  in  an  education  well  administered, 
the  pupil  ought  to  be  associated  with  the  teacher.  On  his 
part  he  should  strive  to  reach  the  end  towards  which  he  is 
being  conducted.  By  his  personal  efforts  he  should  partici- 
pate in  the  education  which  he  receives. 

w 

"  Teacher,"  said  Pestalozzi,^  eloquently,  "  be  assured  of  the  ex- 
cellence of  liberty,  and  do  not  allow  yourself  to  be  induced, 
through  vanity,  to  devote  yourself  to  the  production  of  immature 
fruits.  Let  your  pupil  be  as  free  as  he  can  be.  Carefully  provide 
everything  which  allows  you  to  grant  him  liberty,  tranquillity,  and 
unruffled  humor.  Everything,  absolutely  everything  that  you  can 
teach  him  through  the  natural  consequences  of  things,  do  not 
teach  him  through  language.  Allow  him  in  his  own  person  to 
see,  hear,  find,  fall,  get  up,  and  be  deceived.  No  words  when  the 
act,  the  thing  itself,  is  possible.  Whatever  he  can  do  himself, 
let  him  do.  Let  him  always  be  busy,  always  active ;  and  let  the 
time  during  which  you  do  not  disturb  him  in  the  least  be  the 
greatest  part  of  his  childhood.  You  will  find  out  that  nature 
teaches  him  much  better  than  men  can." 

17.  Education  a  Work  of  Authority.  — It  was  a  wise 
saying  of  Kant  that  one  of  the  greatest  problems  of  educa- 
tion is  to  reconcile  the  liberty  of  the  child  with  the  necessity 
of  constraint. 

It  is  the  same  thought  which  troubled  Pestalozzi  when 
he  wrote :  — 

"I  often  find  myself  embarrassed  for  having  suppressed,  in 
1  Histoire  de  Pestalozzi,  par  Roger  de  Guimps,  p.  67. 
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the  education  of  my  children,  the  tone  of  the  master's  authority. 
Where  shall  I  find  the  line  between  liberty  and  obedience? 

"  There  are  crises  in  which  the  liberty  of  the  child  would  work 
harm  to  him,  and  even  under  the  most  favorable  circimistances  it 
is  often  necessary  to  oppose  the  child's  will." 

Education  does  not  abandon  nature  to  herself,  but  over- 
sees and  directs  her,  and,  if  necessary,  constrains  her.  In 
a  general  way,  education  is  the  work  of  authority  as  much 
as  of  liberty,  and  the  authority  acquired  by  a  master  who 
knows  how  to  make  himself  loved  and  obeyed  will  permit 
him  to  employ  persuasion  oftener  than  constraint.  The 
more  authority  he  has,  the  less  need  he  will  have  to  use  it. 

One  of  the  masters  of  contemporary  pedagogy,  M.  Buisson, 
has  deftly  analyzed  the  conditions  of  this  authority. 

"  The  justification  of  the  special  authority  which  is  delegated 
to  the  teacher  in  education  is  that  it  is  the  only  means  of  assuring 
the  development  of  the  pupil.  In  attaining  this  result,  it  is 
evidently  necessary,  on  the  one  hand,  that  the  teacher  really  have 
the  power  to  contribute  to  this  development,  and,  on  the  other, 
that  he  have  the  will. 

"  First,  he  must  have  the  power,  and  to  this  end  it  is  above 
all  else  necessary  that  he  know  what  he  ought  to  transmit,  and 
that  he  have  over  the  pupil  the  advantage  of  experience  and  of 
a  full  and  serene  possession  of  the  knowledge  whose  elements  he 
is  to  communicate. 

"  Nor  is  this  all.  Even  what  he  thoroughly  knows  he  must  still 
learn  to  communicate.     To  teach,  to  educate,  is  certainly  an  art 

which  has  its  rules  and  its  secrets There  are  necessary 

mental  conditions,  that  is,  aptitudes  and  habits,  which  allow  the 
teacher,  for  example,  if  he  is  giving  instruction,  to  present  his 
subject  with  system,  and  yet  with  variety ;  to  make  for  himself 
a  plan,  and  to  follow  it  without  falling  into  dogmatic  exactness ; 
to  know  how  to  make  a  truth  luminous  in  the  minds  of  children, 
to  insist  on  the  important,  and  to  sacrifice  or  postpone  the  acces- 
sory. If  the  teacher  is  giving  moral  training,  his  skill  should 
permit  him  to  notice  delicately,  and  to  correct  still  more  delicately, 
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faults  of  mind  and  character ;  to  persuade  and  to  command,  as 
occasion  requires ;  to  encourage,  when  necessary,  and  just  enough 
not  to  develop  pride ;  finally,  to  govern  according  to  well-estab- 
lished principles,  and  yet  with  very  fine  shades  of  treatment,  those 
little  people,  so  much  the  more  difficult  to  manage  because  they 
are  so  frail  and  so  powerless  to  govern  themselves.  There  are 
also  necessary  conditions  of  character,  the  absence  of  which  would 
suffice  to  make  the  effort  to  instruct  a  failure:  an  even  temper, 
the  gift  of  patience,  a  bearing  which  is  not  exactly  that  of 
ordinary  life,  but  as  it  were  a  mingling  of  gravity  and  cheerfulness 
in  manner  which  at  once  captures  the  hearts  of  children ;  extreme 
precaution  in  shunning  the  very  things  which  in  society  and  in 
the  world  are  the  most  acceptable  and  the  most  sought  after. 
There  should  never  be  irony,  never  contradictions  and  paradoxes, 
never  anything  which  exalts  the  teacher  at  the  expense  of  the 
pupil,  —  much  indulgence,  and  no  trace  of  weakness ;  nothing  ex- 
citing or  brusque ;  an  inflexible  firmness  and  a  paternal  gentleness ; 
inexhaustible  simplicity  in  all  things;  finally,  a  constant  effort, 
which  becomes  insensible  in  the  course  of  time,  to  come  down  to 
his  plane,  to  understand  him,  to  sustain  him,  to  love  him. 

"  This  last  word  causes  us  to  pass  to  the  second  order  of  condi* 
tions.  The  teacher  must  have  the  will  to  labor  for  the  develop- 
ment of  the  child.  In  fact,  it  is  not  so  much  a  question  of 
knowledge  as  of  will.  If  his  heart  is  really  fixed  on  enriching  the 
patrimony  of  the  young  soul  which  is  confided  to  him,  the  teacher 
will  infallibly  succeed,  even  though  his  knowledge  is  limited.  If 
he  loves  his  pupils,  he  will  resolve,  as  it  were,  intuitively,  a  mass 
of  those  practical  problems  of  which  his  art  is  composed;  for  it 
cannot  be  too  often  repeated  that  education  is  an  art  which  is 
administered  rather  through  experience  than  through  formulas. 
The  teacher  will  hold  a  just  medium  between  authority  and 
liberty;  he  will  respect  the  initiative  of  the  child  without  demand- 
ing too  much  of  him  or  abandoning  him  too  much  to  himself ;  he 
will  gain  ascendency  in  proportion  as  he  is  preoccupied  the  less 
with  himself  and  the  more  with  his  pupil ;  he  will  perfect  himself 
in  order  to  perfect  his  pupil,"  ^ 

1  IHctionnaire  de  Pedagogic,  art.  "  Education." 
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18.  Power  and  Limits  of  Education. — Fontenelle  was 
certainly  wrong  when  he  said:  ''A  good  education  does 
not  make  a  good  character,  nor  does  a  bad  education 
destroy  character."  On  the  contrary,  we  believe  that  edu- 
cation plays  an  important  part  even  in  the  formation  of 
the  higher  virtues  and  the  superior  qualities  of  the  mind. 
It  contributes  towards  making  or  unmaking  characters. 
But  we  shall  not  go  so  far  as  to  believe,  with  Locke  and 
Helvetius,  that  education  is  omnipotent.  Doubtless  it  may 
be  held  that  the  power  of  education  is  ideally  infinite  ;  ^  but 
as  a  matter  of  fact  it  is  limited  in  its  action,  either  through 
the  natural  aptitudes  and  qualities  of  the  individuals  upon 
whom  it  acts,  or  through  the  time  which  it  has  at  its  dis- 
posal. 

We  shall  not  say,  then,  with  Helvetius,  that  "all  men  are 
bom  equal  and  with  equal  aptitudes,  and  that  the  differences 
among  men  are  due  to  education  alone."  We  must  take 
a  just  account  both  of  natural  qualities  and  of  the  acquired 
qualities  which  education  grafts  upon  the  natural  stock. 

A  contemporary  writer  is  also  mistaken  when  he  writes 
that  "  education  has  no  effect,  save  upon  natures  of  medi- 
ocre mould."  ^  It  is  not  true  that  birth  is  the  only  struggle 
endured  by  great  men,  and  we  freely  assert  that  the  in- 
fluence of  education  reaches  its  maximum  when  nature 
subjects  to  its  beneficent  action  her  richest  contingent  of 
powers  and  faculties.  Education  can  do  nothing  if  it  does 
'  not  come  in  contact  with  germs  to  develop  ;  and  education 
reaches  its  highest  perfection  in  souls  when  these  germs  are 
the  most  numerous  and  the  best  nourished  by  native  aliment. 
If  one  were  disposed  to  exaggerate  the  power  of  education 
to  the  point  of  believing  that  it  can  transform  everything, 

1  Marion,  Cawrz  sur  la  Science  de  VEducation. 

2  Ribot,  De  VH€r€dit€,  p.  486. 
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it  would  suffice  to  remind  him  of  the  famous  example  of 
the  education  of  the  Dauphin  by  EoBSuet,  the  escellence 
of  the  teacher  and  the  positive  medioerity  of  the  pupil.  But 
if,  on  tlie  other  Land,  be  were  temjited  to  doubt  tlje  elHcacy 
of  edueatiou,  we  would  cite  in  proof  of  it  the  education 
of  the  Duke  of  Bourgogne,  which,  directed  by  Fcnelon. 
developed  almost  all  the  virtues  in  a  soul  where  nature 
Beemed  to  have  sown  the  seeds  of  all  the  vices.' 

To  deny  the  power  of  education,  it  would  be  necessary  to 
begin  by  denying  the  influence  of  the  Iiabits  which  play  so 
great  a  part  iu  life,  and  almost  all  of  which  depend  on  the 
manner  iu  which  we  have  been  brought  up.  Our  mind, 
like  our  character,  depends  in  great  part  on  the  manner 
of  our  education. 

"  Education,"  says  Guizot,  "fortifies  the  weak  or  inert  faculties 
of  childhood.  No  one  is  ignorant  of  tlie  power  that  exercise  and 
habit  have  of  making  the  memory  more  facile  and  the  attention 
more  sustained.  Our  faculties,  instead  of  deterioiiktiDg,  grow 
stronger  by  use.  Examples  of  the  successful  application  of  the 
will  to  the  perfecting  o£  a  given  quality  are  innumerable."  * 

I  19,  EnttcATioN  AND  SCHOOL.  —  It  is  true  that  in  order 
to  justify  the  power  which  we  ascribe  to  education,  we  must 
transcend  the  limits  of  tlie  school  aud  interpret  education 
in  its  widest  and  broadest  sense.  In  fact,  there  is  not  only 
the  education  properly  so  calle<l,  that  which  proceeds  from 
the  direct  action  of  teachers ;  but  there  is  the  education 
of  the  family,  and  also  that  of  the  social  environment'  iu  ' 
which  we  live.  There  are  what  have  shrewdly  been  called 
the  oncvlt  coadjutors  of  education,  —  climate,  race,  manners, 
political    institutions,    religious    beliefs.      There    is    also   a 

1  See  Compayn?,  op.  r«.,Chap.  VITT. 

*  Oaizot,   Consala   il'iiii   pere   »'tr    t'Mucaiion,   In    MMitntinnx    li 
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personal  education,  that  which  one  gives  himself,  and  which 
continues  all  one's  life. 

But  the  agency  of  the  school  is  none  the  less  important 
on  this  account,  nor  the  responsibility  of  the  teacher  less 
fearful.  Self-education  is  scarcely  more  than  the  continua- 
tion of  the  good  habits  learned  at  school.  As  to  exterior 
influences,  they  are  but  auxiliaries  which  can  accomplish 
nothing  without  the  cooperation  of  a  regular  education,  or 
enemies  against  whom  we  must  react  through  a  good  train- 
ing in  the  schools.  What  Leibnitz  said  becomes  more  and 
more  true,  that  "  the  masters  of  education  hold  in  their 
hands  the  future  of  the  world." 

20.  Education  in  a  Republic.  —  Under  a  republican 
regime,  in  a  great  democracy  education  acquires  a  new  im- 
portance, because  there  must  then  be  demanded  of  the 
virtue,  the  wisdom,  and  the  liberty  of  each  citizen,  the 
order  and  the  peace  which  despotism  had  before  imposed 
on  ignorance  and  passive  obedience. 

"Republican  institutions,"  says  Horace  Mann,  "furnish  as 
great  facilities  for  wicked  men  in  all  departments  of  wickedness, 
as  phosphorus  and  lucifer  matches  furnish  to  the  incendiary."  ^ 

But  these  dangers  do  not  discourage  the  great  American 
philanthropist,  for,  in  the  first  place,  it  is  impossible  to 
take  a  backward  step.  "The  sun  can  as  easily  be  turned 
backwards  in  its  course,  as  one  particle  of  that  power  which 
has  been  conferred  upon  the  millions  can  be  again  monopo- 
lized by  the  few." 

But  it  is  also  in  the  name  of  human  dignity  and  of  its 
rights  that  it  is  meet  to  demand  the  free  development  of 
natural  energies,  and  protest  against  every  system  which 
would  assume  to  stifle  them. 

1  Horace  Mann,  op.  cit.,  p.  148. 
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"  In  lieapotisms  the  divinely  formed  soul,  created  to  admire 
through  intelligence  this  glorious  universe;  to  go  forth  through 
knowledge,  through  sympathy  with  all  human  fortunes ;  to  know 
its  Maker  and  its  immortal  deatiny,  ia  driven  back  at  every  door 
of  egress,  or  darkened  at  every  window  where  hght  could  enter, 
and  is  chained  to  the  vassal  spot  which  gave  it  birth,  where  the 
very  earth,  as  well  aa  its  inhabitant,  ia  blasted  by  the  common 
curse  of  bondage.  In  Oriental  and  African  despotisms,  the  mind 
of  the  millions  grows  only  as  the  trees  of  a  noble  forest  could  grow 
in  the  rocky  depths  of  a  cavern,  without  strength  or  beauty  or 
healing  balm,  in  impurity  and  darkness,  fed  by  poisonous  exhala- 
tiona  from-atagnant  pools,  all  upward  and  outward  expansion 
introverted  by  solid  harriers,  and  forced  back  into  unsightly  forma. 
Thus  it  lias  always  fared  with  the  faculties  of  the  human  soul 
when  concerned  in  despotism.  They  have  dwelt  in  inteUectual, 
denser  than  subterranean,  darkness.  Their  most  tender,  sweet, 
and  hallowed  emotions  have  been  choked  and  blighted.  The 
pure  and  sacred  effusions  of  the  heart  have  been  converted  into 
hatred  of  the  good  and  idolatry  of  tJie  base,  for  want  of  the  light 
and  the  air  of  true  freedom  and  instruction ;  the  world  can  auJfer 
no  loss  equal  to  that  spiritual  loss  which  is  occasioned  by  attempt- 
ing to  destroy,  instead  of  regulating  the  energies  of  the  mind."  ■■ 

21.  CoNCLDSioN.  — Education,  then,  ought  to  be  at  once 
an  excitation  and  a  restraint.  Let  ns  not  fear  to  afCran- 
cliise,  to  emancipate  minds,  if  we  are  wise  enough  at  the 
same  time  to  discover  the  secret  of  teaching  them  modersr 
tion  and  self-government,  if  tlirough  sufficient  culture  we 
help  them  to  find  within  themselves  the  restraiot  necessary 
to  reform  their  passions  and  evil  instincts. 

This  is  why  chiiracter  building  is  the  supr^eme  end  of 
education.  After  all,  it  is  according  to  onr  character  that 
we  act,  and  it  ia  of  much  more  consequence  that  we  act 
well  than  that  we  think  well.  It  is  ti'ue  that  our  character 
depends  preeminently  upon  our  sentiments  and  our  thoughts ; 

1  Horace  Mann,  op,  cit.,  pp.  144, 145. 
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or,  in  other  terms,  that  moral  education  depends  in  part 
upon  intellectual  education.  But  moral  education  is  none 
the  less  the  final  term  of  our  efforts. 

And  to  attain  this  end  it  is  evidently  not  sufficient  to 
possess  wisdom,  instruction ;  there  must  be  joined  to  these 
moral  qualities  the  virtues  of  the  heart  and  the  will.  It 
has  been  said  that  the  effort  of  education  is  to  form  men. 
To  this  end  let  teachers  begin  by  being  men  themselves. 

"Whoever  undertakes  the  education  of  another  should  begin 
by  completing  his  own.  Emile  Souvestre  has  exemplified  this 
truth  as  follows :  A  young  father,  in  anticipation  of  the  birth  of 
a  child,  surroimds  himself  with  books  on  education.  But  the  read- 
ing of  these  works  only  increases  his  uncertainties.  Finally,  he 
begins  to  reflect,  and,  considering  the  boundless  influence  of  the 
father  and  mother,  upon  the  tablet  which  he  had  prepared  for 
taking  notes,  below  the  title,  Educational  Precepts,  he  wrote  merely 
these  words:  to  become  better."^ 

1  Chauvet,  rEducation,  Paris,  1868,  p.  73. 


CHAPTER    II. 

PHYSICAL   EDUCATION. 

22.  A  Sound  Mind  in  a  Sound  Body.  —  "A  sound 
mind  in  a  sound  body,  —  this,"  says  Locke,  "is  the  short 
but  complete  definition  of  happiness  in  this  world."  Such, 
therefore,  ought  to  be  the  double  purpose  of  education. 
Physical  education  should  not  be  separated  from  intellectual 
and  moral  education.  And  this  for  two  reasons :  first,  be- 
cause bodily  health  and  strength  are  desirable  and  good  in 
themselves,  because  they  make  a  part  of  that  complete  and 
perfect  life  which  is  the  will  of  nature  and  the  dream  of 
education ;  and  then  because  the  development  of  the  body 
is  one  of  the  conditions,  one  of  the  means,  of  the  develop- 
ment of  the  soul,  —  because  the  higher  life  of  the  spirit  is 
not  possible,  except  it  have  for  a  support  a  robust  and 
healthy  physical  life. 

23.  Physical  Education  for  the  Good  of  the  Body. — 
There  have  been  times  when  men  could  believe  that  the 
ideal  was  to  despise  the  body,  and  even  to  humiliate  it  and 
mortify  it,  that  this  lower  element  of  our  being  was  entitled 
to  no  respect,  to  no  care,  and  that  human  perfection  was 
in  proportion  to  the  diminution  and  the  decay  of  the  material 
forces.  Mysticism  proposed,  as  the  unique  purpose  of  life, 
spiritual  perfection ;  and  asceticism,  the  practical  applica- 
tion of  the  principles  of  mysticism,  took  up  arms  against 
the  body,  to  reduce  it  to  terms  by  fasting,  by  tortures,  by 
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privations  of  every  description, — if  possible,  to  annihilate 
it,  as  the  source  of  all  sin  and  of  all  evil. 

We  of  to-day  have  recovered  from  these  chimeras.  We 
regard  man  as  a  whole  which  is  not  to  be  mutilated  in  any 
of  its  parts.  Simply  because  they  are  inferior  in  dignity 
to  th^  spiritual  forces,  the  energies  of  the  physical  organism 
none  the  less  deserve  to  be  respected  and  developed. 

"  As  remarks  a  suggestive  writer,"  says  Herbert  Spencer,  "  the 
first  requisite  to  success  in  life  is  *  to  be  a  good  animal ' ;  and  to 
be  a  nation  of  good  animals  is  the  first  condition  of  national 
prosperity.  Not  only  is  it  that  the  event  of  a  war  often  turns  on 
the  strength  and  hardiness  of  soldiers ;  but  it  is  that  the  contests 
of  commerce  are  in  part  determined  by  the  bodily  endurance  of 
producers."  ^ 

Moreover,  it  is  not  simply  a  question  of  positive  and 
practical  interest;  the  preservation  of  health  is  one  of  our 
duties.  Every  conscious  infraction  of  the  laws  of  hygiene 
is  a  culpable  act,  and,  as  Herbert  Spencer  has  justly 
observed,  every  prejudice  voluntarily  done  to  health  is  a 
physical  sin. 

24.  Pehtsioal  Education  for  the  Sake  op  the  Mind.  — 
A  thing  not  less  positive  is  that  there  is  a  solidarity  of 
interest  between  mind  and  body.  As  the  physical  and  the 
moral  are,  so  to  speak,  the  under  and  the  upper  textures 
of  the  same  fabric,  it  would  be  folly  to  suppose  that  we 
could  with  impunity  derange  the  under  without  by  the  same 
act  compromising  the  upper. 

The  Greeks  understood  this,  and  they  associated  the 
body  and  the  mind  in  one  harmonious  education,  in  order 
to  make  man  at  once  "beautiful  and  good."  It  was  by 
them  that  Montaigne  was  inspired  when  he  wrote  his 
admirable  chapter  on  the  "Training  of  Children." 

1  Spencer,  Education,  p.  222. 
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"  It  ia  not  eoough  to  toughen  th«  mind  of  the  child ;  hin  luuscles 
must  be  toughened  ulso.  The  mind  ia  too  hard  driven  i£  it  is  not 
Msisted ;  it  has  too  much  to  do  to  till  two  oiEces  alone.  I  know 
how  much  mine,  so  prona  to  be  preoccupied  with  itself,  suffera 
from  being  tied  to  a  body  so  delicate  and  sensitive ;  and  in  my 
reading  I  often  notice  that  in  their  accounts  mj  authors  adduce  b8 
examples  of  magnanimity  and  courage,  what  ought  the  rather 
to  be  attributed  to  thickness  of  skin  and  hardness  of  bone." 

And  further  on ;  — 

"  It  is  not  a  soal,  nor  yet  a  body,  which  we  are  educating,  but 
a  man,  and  we  must  Tint  divide  him.  And,  as  Plato  says,  we  must 
not  train  one  of  them  without  the  other,  but  we  must  drive  them 
aHireast  like  a  span  of  horses  haruessed  to  the  same  shaft." 

The  moral  faculties  do  not  freely  expand,  except  when 
the  body  is  in  full  health;  and  hesidea,  when  they  have 
once  been  developed,  they  do  not  come  into  free  exercise 
iiuIeBs  they  can  avail  themselveB  of  flrm  and  agile  members. 
A  good  bodily  constitutioa  "renders  the  operations  of  the 
mind  easy  and  sure ; "  and  at  the  same  time  that  it  con- 
tributes towards  forming  the  mind,  it  ia  a  necessary  condi- 
tion for  the  outward  manifestation  of  spirit,  and  prevents 
the  mind  from  falliog  back  upon  itself,  lost  in  futile  con- 
templations. 

I  well  know  that  we  sometimes  meet  with  intelligences 
of  the  first  order,  and  with  strong  and  courageous  willa, 
united  to  weak  and  sickly  bodies.  A  man  whose  physical 
life  is  but  a  perpetual  discomfort  may  be  distinguished 
from  all  others  by  the  energy  of  his  mind  and  the  eleva- 
tion of  his  heart.  The  example  of  Pascal,  the  invalid  and 
the  man  of  genius,  occurs  to  the  mind  of  every  one.  It  may 
really  happen  in  certain  cases,  by  a  mysterious  reaction, 
that  bodily  sufferings  may  refioe  and  stimulate  the  moral 
faculties.  In  siich  cases,  pain  is  the  principal  agent  in  this 
unusual  progress  of  the  intelligence.     But  these  esceptiona 
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prove  nothing  as  against  the  general  law.  With  good 
health,  Pascal  might  have  lived  longer,  and  probably  would 
have  lost  nothing  of  his  genius.  According  to  the  expres- 
sion which  he  himself  used,  it  will  not  do  to  despise  the 
bete^  for  sooner  or  later  it  will  have  its  revenge.  It  had 
its  vengeance  on  Pascal  by  killing  him. 

"  Physical  perfection  serves  to  assure  moral  perfection.  There 
is  nothing  more  tyrannical  than  an  enfeebled  organism.  Nothing 
sooner  paralyzes  the  free  activity  of  the  reason,  the  flight  of  the 
imagination,  and  the  exercise  of  reflection;  nothing  sooner  dries 
up  all  the  som'ces  of  thought  than  a  sickly  body  whose  functions 
languish,  and  for  which  every  effort  is  a  cause  of  suffering.  Then 
have  no  scruples ;  and  if  you  would  form  a  soul  which  is  to  have 
ample  developeaent,  a  man  of  generous  and  intrepid  will,  a  work- 
man capable  of  great  undertakings  and  arduous  labors,  first,  and 
above  all,  secure  a  vigorous  organism,  of  powerful  resistance  and 
muscles  of  steel."  ^ 

25.  Physical  Education  as  a  Preparation  for  pro- 
fessional Education. — Physical  education,  like  intellec- 
tual and  moral  education,  does  not  consist  merelv  in  a 
disinterested  culture  of  natural  powers,  but  tends  towards 
a  practical  end ;  it  ought  to  be  a  preparation  for  life,  and, 
by  reason  of  its  very  nature,  a  preparation  for  professional 
education,  or  at  least  for  bodily  skill. 

It  is  hardly  possible  to  introduce  into  the  education  of  all 
men  what  Locke  and  Rousseau  desired,  the  apprenticeship 
to  a  trade ;  but,  nevertheless,  under  all  circumstances  it  is 
well  to  know  how  to  use  one's  hands  and  one's  limbs. 

"One  of  the  highest  compliments  we  can  pay  a  man,"  says 
Saint-Marc  Girardin,  "  is  to  say  that  he  knows  how  to  surmount 
difficulties,  not  through  artful  discourse  or  through  ingenious  con- 
versation, but,  if  necessary,  through  manual  dexterity  also;   to 

1  F.  Marion^  Cours  sur  la  Science  de  V  Education. 
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come  off  conqueror,  not  merely  in  great  things,  but  in  small ;  not 
to  be  continually  in  need  of  using  the  arms  of  others  in  order  to 
lengthen  his  own,  and  to  be  embarrassed  neither  by  his  own  body 
nor  by  what  it  has  to  carry ;  but  that  he  is  versatile  and  active, 
that  he  is  neither  awkward  nor  effeminate,  —  in  a  word,  that  he 
can  live  without  having  a  bell  within  reach,  and  a  servant  within 
sound  of  the  bell."^ 

It  is  especially  in  the  common  school,  by  reason  of  the 
special  destination  of  those  who  attend  it,  that  physical 
education  ought  to  take  a  practical  direction,  and  thus  pre- 
pare boys  for  the  future  occupations  of  the  laborer  and  the 
soldier,  and  girls  for  the  duties  of  the  household  and  for 
the  occupations  peculiar  to  women. 

On  this  point,  the  oflScial  programme  of  French  instruc- 
tion expresses  itself  as  follows  :  — 

"  The  purpose  of  physical  education  is  not  merely  to  fortify  the 
body  and  strengthen  the  constitution  of  the  child,  by  placing  him 
in  the  most  favorable  hygienic  conditions ;  but  it  should  also  give 
him,  at  an  early  hour,  qualities  of  deftness  and  agility,  that  manual 
dexterity  and  that  promptness  and  certainty  of  movement  which, 
valuable  for  every  one,  are  more  particularly  necessary  for  pupils 
in  the  conunon  school,  the  most  of  whom  are  destined  for  manual 
occupations."  ^ 

26.  Principles  op  Physical  Education.  —  It  is  in  the 
education  of  the  body  that  the  greatest  credit  seems  to  have 
been  given  the  notion  that  nature  should  have  her  own  way, 
that  she  should  be  intrusted  exclusively  with  the  care  of 
developing  the  organs  and  regulating  their  functions.  It 
were  a  grave  error  thus  to  hand  over  the  health  and  life  of 
the  child  to  accidents  and  hazards  of  every  species.  Here, 
as  everywhere,  we  must  aid  nature,  and  to  aid  her  we  must 
know  her. 

1  Saint-Marc  Girardin,  J.  J.  IIousseau,  Tome  II.  p.  112. 

2  Programmes  annexed  to  the  official  order  of  July  27, 1882. 
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To  be  wholly  rational,  physical  education  should  be  based 
on  a  profound  knowledge  of  the  different  sciences  which 
treat  of  the  human  body.  Hygiene  bases  its  practical  rules 
upon  the  theories  of  physiology ;  gymnastics  is  founded 
upon  the  elementary  principles  of  anatomy ;  and,  in  general, 
physical  education  applies  the  great  laws  of  the  science  of 
the  body,  just  as  intellectual  and  moral  education  applies 
the  great  laws  of  the  science  to  the  soul. 

27.  Physiology  of  the  Child.  —  Let  us  add  that  for 
the  body,  as  well  as  for  the  soul,  there  is  an  infancy  —  that 
is  to  say,  a  peculiar  state  of  growth  —  which  precedes 
maturity.  It  is  not,  then,  merely  the  general  physiology 
and  anatomy  of  man  that  the  educator  is  bound  to  consult, 
but,  in  order  to  be  really  fit  to  fulfil  his*  task,  he  should 
himself  construct,  as  a  rule  for  his  procedure,  a  real  physi- 
ology of  the  child. 

Like  the  psychology  of  the  child,  his  physiology  is  a 
history  which  accompanies  little  by  little  the  evolution  of 
the  body,  the  successive  formation  of  its  organs,  and  the 
organization  of  the  different  parts  of  the  nervous  system. 
Let  us  not  forget  that  the  child  is  not  a  ready-made 
being,  a  finished  product,  but  a  weak  and  fragile  creature, 
"  whose  muscles,  nerves,  and  organs  are  in  the  milk,  so 
to  speak,"  and  develop  but  gradually,  owing  to  a  slow  but 
incessant  growth. 

28.     LUPOBTANCE   OP   PHYSIOLOGICAL    CONCEPTIONS. — It  is 

doubtless  to  parents  in  particular  that  falls  the  obligation 
to  know  enough  of  the  laws  of  life  not  to  abandon  the  edu- 
cation of  their  childi-en  to  the  quackery  of  nurses  and  to 
blind  and  irrational  modes  of  treatment.  In  one  of  his 
eloquent  pages  Mr.  Herbert  Spencer  has  reminded  them  of 
their  duties  on  this  point. 
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"  To  tens  of  tliousanda  who  are  killed,  add  hundreds  of  thou- 
eands  that  survive  with  feeble  constitutions  and  niillions  that 
grow  up  with  constitutions  not  so  strong  as  they  should  be,  and 
you  will  have  some  idea  of  the  curse  inflicted  on  their  ofEspring 
by  parents  ignorant  of  the  laws  of  life.  Do  hut  consider  for  a 
moment  that  the  regimen  to  which  children  are  subject  is  hourly 
telling  upon  them  to  their  life-long  injury  or  benefit,  and  that 
there  are  twenty  ways  of  going  wrong  to  one  way  of  going  right, 
and  you  will  get  some  idea  of  the  enormous  mischief  tlijst  is  almost 
everywhere  inflicted  by  the  thoughtless,  haphazard  system  in  com- 
mon use.  Is  it  decided  that  a  boy  shall  be  clothed  iu  some  flimsy 
short  dress,  and  be  allowed  to  go  playing  about  with  his  lim,bB 
reddened  by  cold?  The  decision  will  teil  on  his  whole  future 
existence,  either  in  illness  or  in  stunted  growth,  or  in  deficient 
energy,  or  in  maturity  less  vigorous  than  it  ought  to  have  been, 
and  consequent  hindrances  to  SNCcess  and  happiness.  Are  children 
doomed  to  a  monotonous  dietary,  or  a  dietary  deficient  in  nutri- 
tivenesa?  Their  ultimate  physical  power,  and  their  efficiency  as 
men  and  women,  will  inevitably  be  more  or  leas  diminished  by  it 
Are  tiey  forbidden  vociferous  play,  or  (l)eing  too  ill-clothed  to 
bear  exposure)  are  they  left  indoors  in  cold  weather?  They  aro 
certain  to  fall  below  that  measure  of  health  and  strength  to  which 
they  would  else  huve  attained."  • 

But  though  the  responsibility  in  this  matter  rests  chiefly  j 
upon  parents,  teachers  alao,  if  they  have  neglected  to  i 
form  themaelveB  of  the  laws  of  the  physical  life,  if  they  I 
set  them  at  defiance  by  unreasonable  commands  or  by  % 
ill-timed  prohibitions,  —  teachers  also  may  exercise  a  f atall 
influence  upon  the  health,  and  vitality  of  children.  Then  J 
let  them  take  a  serious  view  of  their  responsibilities,  and  I 
study  with  care  anatomy  and  physiology  as  presented  iai 
the  normal  schools.  Let  them  supplement  these  stadiea  1 
by  their  personal  obseiTatious  upon  the  children  of  their  I 
schools  ;  let  them  take  account  of  their  physical  aptitudes. 


I 


PHYSICAL  EDUCATION. 


35 


their  differences   iu    temperament,    and   of   the   natural 

'eakuesa  or  strength  of  their  coDStitution.     Thus  prepared 

the  lesBonB  which  they  give  in  gymnastics,  in  their  pre- 

■utions  and  advice  in  matters  of  hygiene,  they  will  not  be 

routine  adherents  to  a  pn^rainme,  but  will  the 

itter  esecnte  the  orders  whose  meaning  and  application 

thej  comprehend.     They  will   put  a  liberal  interpretation 

Dpon  the  dead  letter  of   the  law  ;  through  tlieir  personal 

experience,   and   through  their  enlightened  interest  in   the 

larticulftr  temperament  of  each  child,  they  will  make  this 

itter  a  living  thing. 

Positive  and  Negative  Education  of  the  Boor.  — 
Granting  everything  that   can  be  claimed  for  the  natural 
vigor   of   the   child's   constitution    and  of  his  spontaneous 
development,  there  still  remains  a  vast  field  of  activity  open 
I  the  previsions  of  the  educator. 
[  On  the  one  hand,  the  life  of  the  child  mnst  be  shielded 
erything  which  may  be  the  cause  of  disturbance, 
^iissipation,  and  debility,  of  whatever  would  have  a  ten- 
dency to  impair  bodily  health,  such  as  excessive  brain  labor. 
Here,  properly  speaking,  ia  the  domain  of  negative  physical 

E:ation,  that  which  consists  in  conserving  and  protecting 
natural  forces,  and  which  is  almost  all  summed  up  in 
ibitions,  in  the  warnings  pronounced  by  hygiene, 
n  the  other  hand,  it  is  necessary  to  supplement  and 
ulate  the  work  of  nature,  to  develop  and  fortify  the 
iical  powers;  and  this  deliberate  intervention  becomes 
iBuid  and  more  necessary,  in  proportion  as  the  intensive 
culture  of  the  intellect  is  carried  to  excess,  and  to  the 
sbuses  of  intemperate  study  and  overcrowded  programmes. 
8  will  be  the  purpose  of  a  positive  physical  education, 
Q  education  which  will  comprise  all  the  exercises  anil 
J  apurtfi  of  childhood,  all  the  practices  recommended 
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by  bygieue,  aod  all  the  movemeats  whicb  cianstitute  gym- 
nastics. 

Hygiene  and  gymnaBtics,  these  are  the  two  elements  of 
physical  eilueatioo,  and  Iwth  are  equally  necessary.  The 
first  is,  m  some  sort,  a  good  method  of  conduct,  a  kind  of 
etbius  for  the  body ;  the  other  ie  to  physical  activity  what 
study  is  to  intellectual  activity,  a  wholesome  and  strength- 
eniug  exercise.  Both  conspire  to  endow  the  body  with 
health  and  vigor ;  bnt  hygiene  has  especial  reference  to 
health,  and  gymnastics  to  vigor, 

30.  School  Hygiene.  — VolnmeB  have  been  written  upoa 
hygiene,  and  we  do  not  propose  to  recite  even  the  essential 
things  which  might  te  said  on  such  a  subject,  either  from 
the  point  of  view  of  school  hygiene  or  of  the  hygiene  of 
children  and  pupils.  On  this  point  we  refer  our  readers 
to  special  treatises.' 

Hygiene,  according  to  Rousseau,  is  not  so  much  "  a 
science  as  a  vu'tue  ;  "  that  is,  it  consists  above  all  in  abstain- 
ing from  whatever  is  had,  in  shunning  ail  excesses,  and  in 
being  temperate  in  all  things.  Temperance  is  the  half  of 
hygiene.  The  child  whose  diet  is  plain,  whose  life  ia 
simple,  who  is  spared  every  occasion  for  overtaxing  hia 
powers,  who  knows  nothing  of  indigestion,  of  violent  pleas* 
ures  and  excessive  fatigues,  — -  such  a  child  has  already 
accomplished  much  in  the  way  of  healthful  living. 

'  See  particularly  Le<;ons  iflifmentaires  d'hygHne,  hy  Dr.  George ' 
(Paris :  Delalain) ;  V Hygiene  et  CEducaiiun  datw  (es  iatemats,  by 
Riant  i  L'InatructUm  of  July  28, 1882 ;  the  artJule  BygQne,  of  Dr.  E. 
p^caut,  in  the  DiclUmnairB  de  pidagogle ;  lastly,  tiie  Ba})ports  of  Uie 
CommiBBioa  on  Scliiiol  Hygiene,  Paris,  1884. 

Tlie  English  rwttder  is  referred  to  ilie  following  books:  Charlea 
Kingsley,  Health  and  Ed"mtlnn;  ArcIiihaM  Maclareii.  A  System  of 
,   Fhy^oal  EdMotion;  X).  S.  Lincoln,  School  anil  Iniluntrial  Bygiene. 
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However,  hygiene  permits  a  certain  number  of  positive 
injunctions  which  relate  either  to  the  general  cleanliness 
of  the  body,  to  diet,  or  to  clothing.  The  common  principle 
of  all  these  injunctions  ought  to  be  not  to  yield  too  much 
to  the  inclinations  of  nature,  nor  yet  to  interfere  with  her 
too  much. 

31.  The  Principle  op  Physical  Hardening.  —  Such, 
however,  is  not  the  opinion  of  a  certain  number  of  educators 
who,  like  Locke  for  example,  give  a  much  greater  extension 
to  the  principle  of  physical  hardening,  and  who,  under  the 
pretext  of  not  spoiling  nature  by  an  excess  of  mildness  and 
complacency,  end  by  refusing  her  the  most  legitimate  grati- 
fications. It  is  doubtless  well  to  inure  children  to  hard- 
ships, not  to  enervate  them,  but  to  bring  them  up  in  country 
fashion.  However,  we  shoulcr  always  take  into  account  the 
diversity  of  temperaments. 

"  If  your  son  is  very  robust,"  said  Madame  de  Sevigne  shrewdly, 
"  a  rude  education  is  good ;  but  if  he  is  delicate,  I  think  that  in 
your  attempts  to  make  him  robust  you  would  kill  him." 

And  even  the  most  robust  constitutions  cannot  be  sub- 
jected to  all  trials.  Locke  is  wrong  when  he  forbids  warm 
clothing  in  winter.  Herbert  Spencer  is  wiser  on  this  point, 
when,  in  the  clothing  of  children,  he  would  take  account  of 
the  natural  sensations  of  heat  and  cold. 

"  The  common  notion  about  *  hardening,' "  he  says,  "  is  a  griev- 
ous delusion.  Children  are  not  unfrequently  *  hardened'  out  of 
the  world." 

It  is  chimerical  to  suppose  that  by  forced  modes  of  pro- 
cedure and  by  habits  early  acquired,  we  can  accomplish 
everything  through  the  plasticity  of  the  physical  organs. 
There  are  things  contrary  to  our  physical  constitution,  to 
which  the  organism  cannot  become  accustomed.     This  is 
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what  GoldBmith   tried  to   illustrate  when   lie  related  thin 


"One  day  Peter  the  Great  took  it  into  his  head  that  it.  would 
be  best  for  all  sailors  to  form  the  hahit  of  drinking  salt  water. 
He  immediately  promulgated  an  order  that  all  naval  cadets  shonld 
henceforth  drink  only  sea-water.  The  boys  aU  died,  and  there 
the  experiment  stopped." 

Then  let  ub  be  wise  enough  to  give  sufficient  place  to  3 
the  requirements  of  nature,  and  not  revert  to  the  old  ascetic  i 
tendencies  which  led  to  dangerous  deprivations  and  hard- 
ships ;  but  let  us  be  e^jually  on  our  gusi'd  against  paying 
homage  to  the  optimism,  as  imwiae  as  it  is  seductive,  of 
those  who,  like  Herbert  Spencer,  assert  that  it  is  necessary 
in  everything  to  revere  the  sacred  order  of  nature  and 
satisfy  all  the  desires  of  tlje  child,  as  for  example  his 
immoderate  appetite  for  sweetmeats. 

32.  Cleanliness.  —  Cleanliness  ia  a  virtue,  according  to 
Volney ;  a  half  virtue,  according  to  others.  What  atlmits 
of  no  doubt  is  that  the  opposite  of  cleanliness  is  a  great 
fault,  since  it  compromises  tiie  dignity  of  the  human  person 
by  giving  an  offensive  appearance  to  the  body.  "  There 
is  a  closer  relation  than  we  think,"  said  Madame  Pape- 
Carpantier,  "between  physical  cleanliness  and  morah' 
purity," 

But  cleanliness  is  valuable  in  itself,  as  a  hygienic  nile^ 
as  an  element  of  health,  and  as  a  preventive  of  contagions; 
which  give  rise  to  diseases,  light  or  severe. 

Hence  tlie  importance  of  giving  attention  to  cleanliness. 
It  rests  chiefly  with  the  family  to  insist  on  its  observance ; 
but  by  his  advice,  by  his  example,  and  also  by  the  attention 
which  he  gives  to  the  subject,  the  teacher  can  do  rniicli  to- 
wards giving  the  child  habits  of  cleanliness. 
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Food  and  Clothing.  —  Without  Baying,  with  Feu 

■%ach,  that  "  man  is  wliat  he  eats,"  aud  without  accepting 

■4he  absolute  assertion  of  Herbert  Spencer,  that  "  the  well- 

a  have  been  the  energetic  and  dominant  races,"  we 

3aunot  accord  too  much  importance  to  alimentation,  to  the 

Kqimli^  and  the  quantity  of  food. 

pencer  declai'es  that  there  are  too  many  rules  in 
I'tiie  nursery,  just  as  tbere  are  too  many  in  the  state,  and 
V^iat  one  of  the  greatest  evils  resulting  from  this  state  of 
I'things  is  that  children  are  too  much  restricted  in  their  diet 
■■"The  food  of  children,"  he  says,  "should  be  highly  outri- 
K&ve ;  it  should  be  varied  at  each  meal ;  and  it  should  be 
|iBbundant."  ^ 

The  child,  then,  should  eat  till  his  hunger  ia  satisfied. 

■  Eating  to  excess  is  the  vice  of  adults  rather  than  of  children. 
fcludigestion,  with  children,  is  almost  always  brought  on  by 

K  reaction  against  privations,  against  n  prolonged  fast. 

As  to  garments,  they  should  be  full  and  loose,  so  that 

■the  body  shall  feel  at  ease  in  them,  and  that  nothing  shall 

Interfere  with  the  functions  of  the  organism.     "  Hygienists 

ftcondemn  the  premature  use  of  the  coraet  for  girls,  and  at 

Kll  times  the  tunic  for  boys."^ 

Locke,    with   his    utiual   austerity,  rec|aired  the  child  to 

play  bareheaded,  and  never  to  wear  warm  clothing ;  he  even 

.  .(avored  the  idea  of  I'equiring  hun  to  wear  the  same  gannenta 

■  winter  and  summer.  Mr.  Spencer,  on  the  contrary,  Suds 
that  it  is  folly  to  clothe  cbildren  in  thin  garments..  The 
French  criticise   the   English  custom  of   allowing  children 

>  go  bare-legged  and  thinly  dressed ;    while  the  English 
1  the   French  for    the   silly   things    invented    by   the 
t  Courrier  des  dames,  which  recommends  garments  that 


'  Hduixdion,  p.  22i. 

'  See  FonBaagrireB,  EduciUU/n  phj/sique  des  gar',Wii.  p.  57. 
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}  either  inconveoient  or  instifflcient.'  Mr.  Spencer  con- 
cliideB  that  if  ulotUing  should  not  be  so  heavy  as  to  prodoce 
an  uncomfortable  wai'mth,  it  ought  always  to  be  warm 
enough  to  prevent  all  feeling  of  cold. 

3i.  Other  Hygienic  Requirements. — We  are  far  from 
having  enumerated  all  the  precepts  of  hygiene ;  there  are 
others  bearing  on  sleep,  on  work,  on  recreations,  and  upon 
punishments.  Hygiene  particularly  recommends  physical 
I  activity  as  a  means  of  counterbalancing  cerebral  toil  and' 
'  intellectual  fatigue.  Activity  ia  one  of  the  conditions  of- 
health.  We  are  nourished,  not  by  what  we  eat,  but  by  what 
we  digest,  as  a  physician  has  told  iia  ;  and  Trousseau  adds, 
"  We  digest  with  our  limbs  as  well  as  with  our  stomach." 

But  at  this  point  hygiene  is  almost  confounded  with  gym- 
nasticB,  of  which  we  now  proceed  to  speak. 


/ 


35.  Gymnastics. —  Generally  too  much  neglected  in 
France,  but  holding  a  prominent  place  in  Switzerland  and 
Germany,  gymnastics  begins  to  atEcct  the  habits  of  our 
Bcbools.'  French  legislation  has  ordained  it,  and  official 
manuals  have  codified  its  requirements." 

^  See  Spencer,  EdoBotifm,  p.  250. 

'  Tbe  law  of  Mitrch  15, 1860,  placed  the  teaching  of  gymnastica  among  I 
Q)e  optional  aludlea  of  primary  inBtiuctlou.  The  decree  of  Man:h  34,_  j 
1861,  included  it  ajnong  tile  obligatory  studies  of  the  normal  sclioolfi.  I 
The  decree  of  Marcli  1-^,  1831,  Introduced  it  into  the  lyci^es.  A  ducres  ' 
of  186>{Feb.  3)  organized  it  in  the  Ijce'ea  and  colleges,  in  the  normal  " 
schools,  and  in  the  primary  schoolB.    Nnmerous  circulars  published  \ 

I  since  that  period  have  given  precise  instructions  and  detailed  preoqita,  J 
Finally,  the  law  of  January  27,  1880,  makes  obligatory  the  teaching  oiM 
gymnastics  "in  all  the  iustitutiuns  of  pubUc  instruction  for  boys;" 
and  the  decree  of  July  27,  1881,  says  eipresEly  that  "  each  day,  or  at 
least  every  other  day,  gymnasticH  shall  occupy  a  recitation  hour  dur- 
ing the  course  of  the  afternoon." 
I  See  the  Maimal  of  Captain  Vergaes. 
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This  system  is  being  gradually  organized,  and  if  it  does  not 
always  command  competent  instructors,  it  at  least  responds 
everywhere  to  the  wishes  of  pupils. 

But  let  us  be  on  our  guard  lest  this  taste  become  an 
infatuation.  When  the  educator  has  made  many  efforts 
to  introduce  a  new  subject  into  education,  and  has  at  last 
been  successful,  his  part  changes ;  most  often  he  has  to 
repress  excesses  of  zeal,  and  to  maintain  within  just  limits 
that  very  branch  of  instruction  which  he  had  the  greatest 
difficulty  in  introducing.  All  the  sciences,  all  the  arts, 
whatever  they  may  be,  are  in  their  very  nature  encroaching, 
once  the  doors  of  the  school  have  been  opened  to  them. 
They  are  but  means,  but  they  are  disposed  to  make  them- 
selves accepted  as  ends.  In  the  French  colleges  the  study 
of  Latin,  which  should  be  but  one  of  the  modes  of  intel- 
lectual culture  through  the  use  of  a  foreign  language,  has 
become  the  supreme  end  of  education,  and  there  is  no  longer 
any  other  thought  than  to  make  latinists.^  Let  it  not  be 
so  with  gymnastics,  whose  purpose  is  not  to  make  gymnasts, 
prodigies  of  strength  and  agility,  but  simply  to  give  power 
and  suppleness  to  the  muscles ;  to  govern  and  facilitate  the 
play  of  the  bodily  movements ;  to  assure  to  laborers  vigor- 
ous limbs,  good  corporeal  tools ;   to  prepare  for  all  men 

1  It  is  worthy  of  note,  in  passing,  that  teachers  often  misconceive 
the  destination  of  their  pupils.  In  particular  this  mistake  is  made  by 
specialists,  as  in  the  classics  and  the  sciences,  who  proceed  on  the 
hypothesis  that  all  their  pupils  are  to  become  specialists,  —  philolo- 
gists or  naturalists.  In  such  cases  the  presumption  is  set  up  that 
the  sciences  must  be  rediscovered.  The  story  of  Agassiz  and  the 
student  with  the  fish,  so  often  quoted  to  illustrate  the  true  method 
of  teaching  science,  does  not  represent  the  average  pupil,  who  needs 
to  learn  science  chiefly  for  the  same  reason  that  he  learns  history, 
for  the  sake  of  general  information.  This  subject  is  discussed  at 
some  length  in  Contributions  to  the  Science  of  Education^  Chap.  Ill 
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i  the  elements  of  a  robuet  healtli  and  a,  long  life  ;  and,  finally, 
to  devulope  the  physical  energies,  just  as  study  developea 
the  moral  energies. 

Doubtless  gynmasticB  has  need  of  apparatus  and  rigging. 
Land  for  the  moment  this  ia  one  of  the  difficulties  which 
■  retard  its  introduction  into  village  schools;  but  let  it  be 
IsB  far  as  possible  independent  of  these  aids,  or  at  least 
w  let  it  not  abuse  them.  Let  there  be  no  machines  that  are 
t  too  complicated,  no  contrivances  that  are  too  scientific. 
I  3'lie  report  of  the  special  comniisBion  appointed  in  I8C8 
[  liad  the  prudence  to  condemn  "exercises  wliich  demand 
,  too  great  an  expenditure  of  strength,  and  which  might  be 
I  the  cause  of  accidents,"  So  let  us  proscribe  all  the  nice- 
'  ties,  all  the  refinements,  which  would  end  in  transforming 
the  lesson  in  gymnastics  into  a  training  of  jugglers  or  of 
L  adepts  in  feats  of  strength,  —  in  a  word,  all  the  exercises 
I  which  do  not  have  the  single  purpose  of  giving  the  child 
L  ft  body  fit  for  action  and  able  to  resist  fatigue. 


I 


Otheb  Eesdlts  op  Gtmuastics. — But  gymnastics 
has  not  physical  development  solely  in  view. 

A  shrewd  observer  of  children,  Mademoiselle  Chalamet, 
has  remarlced  that  gymnastics  also  proposes,  "  (1)  to  disci- 
the  child;  and  (2)  to  afford  him  repose  from  intellec- 
tual labor,  and,  by  this  very  means,  to  make  the  reaumptioQ 
of  it  more  easy  and  more  profitable."* 

Gymnastics,  in  fact,  by  regulating  the  movements  of 
tike  body,  by  imposing  regular  and  rhythmical  evolutions, 
'by  requiring  exact  movements,  executed  with  precision  and 
promptness,^ — gymnastics  communicates  habits  of  order  and 
decision,  whose  effect  survives  the  exercises  which  have 
produced  them,  and  which,  by  a  Kfrt  of  inner  contagion, 
lire  even  transmitted  to  the  soul.     This  result  would  cer- 

1  MadomoiseUe  Chalamet,  L'Eeole  nuOerndia,  p.  276. 
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sty  he  attained  if  tbe  evolutioim  of  pupila  were  to  I 
acicouipanied  by  songs,  as  recommended  bj  Anioras,  whq>1 
iutrodueed  gymnaetica  into  France.^ 

On  the  other  hand,  gymnastics  does  not  labor  merely  fori 
the  future   by  enlarging  and   strengthening  the  chest,  by  i 
giving  suppleness   to  tbe  limbs,   and   by   contributing   to  ■ 
tbe  health  of  the  child.     It  also  acts  immediately  upon  the 
state  of  the  body,  whose  forces  it  renews,  and  upon  the 
nervons  system,  which  it  tempers ;    it  has  a  happy  effect 
upon  studies,  because   it  re-establishes  the  equilibrium   in 
the  Di^anism,  and  at  the  same  time  gives  the  mind  more 
vigor  and  elasticity.     Gymnastics,  lilte  play,  takes  the  child 
weary,  enervated  by  study  and  cerebral  effort,  and  restores 
him  to  intellectual  lalwr  refreshed  and  active.     But  it  will 
do    tliia   OQ   one  condition,   tliat  we   never   pass    the   limit 
beyond  which  fatigue  would  begin.     An  excessive  exercise 
of  tbe  body  makes  the  mind  inert,  while  moderate  exercise 
reanimates  and  refreshes  it.     Especially  in  our  day,  when 
an  over-crowded  programme  subjects  the  child  to  severe  I 
intellectual  efforts,  when  "  a  system  of  high-pressure  educa- J 
tion,"  as  Mr.  Spencer  aays,  requires  excessive  application,! 
an  alternation   of   physical  and  mental   exercises  becomesij 
more  and  more  necessary  in  ortler  to  re-establiaJi  and  renew  I 
without  cessation  the  forces   which  the   abuse  of  mental  | 
labor  is  not  slow  to  exhaiiBt. 


37.  MiLiTABT  Gtmnastios.  —  It  is  not  only  in  our  day,! 
ae  one  inight  suppose,  that  men  have  thought  of  exercisingjl 
children  in  the  handling  of  arms. 

>  In  llie  Bapporl  of  Dr.  Javal,  Sur  I'Bygiene  del  Scales  pritaaifei 
(Paris;  1884),  we  find  the  following  precept:    Children  must  be  pro-  4 
vented  from  singing  during  violent  gymnastic  exercises   and  while 
,   running.    But  evidently  lliis  prohibition  does  not  apply  to  elementary 
3  rounds,  and  to  evolutions. 
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"  I  saw  yesterday,"  wrote  Madame  de  S^vign^,  "  a  little  boy 
whom  I  found  to  be  a  fine  fellow.  He  is  seven  years  old,  and  his 
father  has  taught  him  to  handle  the  musket  and  the  pike.  It  is 
the  finest  thing  in  the  world.  You  would  love  that  little  child. 
This  exercise  limbers  his  body  and  makes  him  deliberate,  dex- 
terous, and  resolute.  To  my  mind,  this  is  better  than  a  dancing- 
master." 

It  is  needless  to  insist  on  the  utility  of  military  gymnas- 
tics, which  is  a  preparation  for  the  duties  of  citizenship 
and  an  apprenticeship  in  the  habits  of  a  soldier,  at  the 
same  time  that  it  offers  most  of  the  advantages  which  can 
be  obtained  from  the  practice  of  ordinary  gymnastics.  It 
is  sufficient  to  call  to  mind  the  place  which  military  drill 
has  long  held  in  the  schools  of  Germany. 

38.  Gymnastics  for  Girls. — We  must  not  conclude  from 
the  fact  that  the  law  of  1880  is  content  with  imposing  upon 
boys  the  obligation  to  receive  instruction  in  gymnastics, 
that  such  instruction  is  not  adapted  to  girls. 

"Women,"  said  Monsieur  Laisne,  "have  need  of  gymnastics 
even  more  than  men ;  for  in  their  case  the  obstacles  which  civilized 
life  opposes  to  physical  development  are  much  more  numerous 
and  even  much  more  fatal.  "^ 

Herbert  Spencer  vigorously  combats  the  prejudice  which 
excludes  girls  from  physical  exercises.  He  conceives  for 
them  an  education  as  boisterous  and  as  active  as  that  of 
their  brothers.  He  even  urges  them  to  violent  sports  Jfcnd 
to  long  walks,  to  whatever  can  produce  in  them  a  robust 
physical  development.  He  would  have  them  run  like  mad- 
caps and  grow  up  amid  gambols  and  rude  sports.  There 
is  no  fear,  he  adds,  that  this  will  afterwards  affect  the 
delicacy  and  grace  of  their  manners.  ^ 

1  Laisn^,  GymnastiqiLe  pratiqiie,  Preface,  p.  13. 
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"  If  the  sportive  activity  allowed  to  boys  does  not  prevent  them 
from  growing  up  into  gentlemen,  why  should  a  like  sportive 
activity  allowed  to  girls  prevent  them  from  growing  up  into 
ladies?  Rough  as  may  have  been  their  accustomed  playground 
frolics,  youths  who  have  left  school  do  not  indulge  in  leap-frog  in 
the  street  or  marbles  in  the  drawing-room."  ^ 

Doubtless  it  is  unnecessary  to  subject  the  two  sexes  to 
the  same  regime.  Plato  and  some  utopists  of  the  French 
Revolution  are  the  only  ones  who  could  dream,  in  their 
passion  for  equality,  of  an  education  absolutely  the  same, 
in  which  girls  should  be  dressed  like  boys,  and,  like  them, 
should  mount  horse  and  bear  arms.  No;  nature  requires 
that  we  take  into  account  the  difference  which  she  has 
established  in  physical  constitution  as  in  social  destination. 
There  should  be  special  programmes  and  distinct  manuals 
of  gymnastics  for  the  two  sexes.  Certainly  there  should 
not  be  required  of  women  the  prolonged  running,'  the  violent 
leaps,  and  the  feats  of  strength,  —  any  of  those  exercises,  in 
a  word, —  which  are  befitting  only  to  the  muscular  strength 
of  men.  We  must  ever  keep  in  miad  with  what  a  delicate 
and  frail  being  we  have  to  do. 

But  with  these  reservations,  it  is  safe  to  say  that,  at 
least  in  towns,  young  women  need  to  be  subjected  to 
gymnastic  discipline. 

"  The  boy  always  finds  a  means  of  escaping  somewhat  from  the 
influence  of  bad  lodging  and  an  unwholesome  mode  of  life.  lie 
is  out  of  doors,  walks  the  streets,  idles  about  town,  lives  much  in 
the  open  air.  But  the  girl,  on  the  contrary,  is  sedentary,  remains 
within  doors,  escapes  no  restraint.  The  direct  consequence  of 
this  is  a  greater  debility,  which  can  be  repaired  only  by  more 
energetic  and  more  assiduous  care.  What  physician  in  the  poorer 
quarters  of  cities  has  not  been  painfully  struck  by  that  muscular 
feebleness,  by  that  nervous  debility,  and  by  that  impoverishment 

—  ■ — 

1  Education,  p.  225. 
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of  the  blood  which  eharacterke  the  young  women  of  the  lower  I 
\  claaaes,  and  roake  of  them,  at  a  late  period,  the  Tictims  of  grave  I 
-voiiH  disorders,  or  at  least  women  rarelj  capable  of  sustaining;  I 
I  with  impunity  the  fatigues  of  maternity?"' 

J9.   Official  Programmes. — It  has  not  been  tlioughtJ 
,    sufficient  to   recommeod    gymnastic  exercises,   or   even   to  I 
I   impose  them  by  law  ;  the  programme  of  this  new  instruction  j 
I  liaa   recently    been   prepared.      Already,    in    1872,    iu   the 
'   Bchouls  of  PartB,  iustrnction  in  gymnastics  had  beeu  organ- 
ized according  to  a  regular  plan. 

"  The  lessons,  based  on  the  elementary  principles  of  general  I 
anatomy,  comprise  exercises  iu  walking,  simple  movements,  n 
menta  combined  with  the  lylofer,*  the  handling  of  dumb-beUs, 
I  jumping,  and,  for  the  oldest  pupils,  parallel  bars  and  the 
I  ladder.  All  the  nioremeuts  are  accompanied  by  an  easy  and 
I  pleasing  song,  which  helps  to  streugthen  the  muscles  of  the 
I    respiratory  organs."* 

fVe  now  present  the  test  of  the  oflScial  programme  estab-    | 
listed  in  1882:  — 

Infant  Class. — Plays,  rounds,  evolutions,  rhythmic  mov»-J 
ments,  the  little  games  of  Madame  Pape-Carpantier.    Graduated  I 


Elemestary  Course.  ^Preparatory  e: 
flexions  of  the  arms  and  legs.     Use  of  the  dumb-bells  and  bat. -I 
Cadenced  running.     Evolutions. 

Intekmediatb  Course.  —  Continuation  of  the  exercises  ii 
flexion  and  extension  of  the  arras  and  legs.    Practice  with  dumb-  | 
bells.     Exercises  with  the   bar,  rings,  ladder,  knotted  cord,  s 

ided  bars,  fixed  horizontal  beam,  the  pole,  the  trapexe.    Bvolit- | 

^  Eevue  p^dagogique,  Nov.  25,  1882,  article  by  M.  E.  Pecaut 

*  An  instrument  recommended  by  Dr.  Tiasot  in  187U,  constructed  J 
by  lainni  in  1ST3,  nbose  purpose  is  to  expand  and  develop  the  ol 
of  children. 

*  M.  GrAird,  L'Enaeiffnetnail  primaire  b  Parii,  p.  1:18, 
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Higher  Course.  —  Continuation  of  the  same  exercises.  Ex- 
ercises in  equilibrium  upon  one  foot.  Arm  movements,  combined 
with  walking.  Exercises  two  and  two  with  the  bar.  Races, 
jumping.    Cane  exercise  (for  boys). 

40.  Plat  and  Gymnastics.  — As  it  has  been  justly  said, 
gymnastics,  understood  as  a  science  of  movements,  as  a 
systematic  and  exact  art  of  physical  exercises,  —  gymnas- 
tics, when  introduced  into  the  school,  is  but  an  additional 
lesson  there.  Now  it  is  particularly  of  physical  activity 
that  it  is  true  to  say  that,  in  order  to  attain  its  purpose, 
it  ought  to  be  agreeable,  to  please  the  child,  to  conform  to 
his  tastes.  If  pleasure  does  not  attend  them,  physical 
exercises  will  not  have  the  salutary  effect  that  is  expected 
of  them.  From  this  point  of  view,  the  monotonous,  artifi- 
cial, and  unnatural  movements  of  gymnastics  are  certainly 
not  worth  the  free  and  joyous  effort  that  comes  from 
activity  in  play. 

"  The  truth  is,"  says  Mr.  Spencer,  "  that  happiness  is  the  most 
powerful  of  tonics.  By  accelerating  the  circulation  of  the  blood, 
it  facilitates  the  performance  of  every  function,  and  so  tends 
alike  to  increase  health  when  it  exists,  and  to  restore  it  when  it 
has  been  lost.  Hence  the  essential  superiority  of  play  to 
gymnastics."  ^ 

In  pursuing  his  formal  strictures  against  gymnastics, 
which  "  must  be  radically  defective  as  not  supplying  these 
agreeable  mental  stimuli,"  the  English  educator  remarks 
that  it  has  still  another  fault ;  the  prescribed  movements 
which  it  imposes,  necessarily  less  diversified  than  the  move- 
ments which  result  from  free  exercises,  develop  but  a  part 
of  the  muscular  system,  exercise  only  particular  organs,  and 
consequently  do  not  produce  an  equal  distribution  of  activity 
among  all  parts  of  the  body. 

1  Education,  pp.  257,  268. 
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The  legitimate  preference  which  Mr.  Spencer  accords  to 
play,  to  the  spontaneous  activity  of  the  child,  almost  neces- 
sarily leads  him  to  the  extreme  and  false  conclusion  that 
gymnastics  is  a  bad  thing,  and  that  it  can  be  accepted  at 
best  only  as  a  make-shift,  —  "  formal  exercises  of  the  limbs 
are  better  than  nothing." 

We  are  far  from  sharing  this  opinion,  and  it  seems  to 
us  that  Laisne  was  more  just  in  his  appreciation  when  he 
wrote : 

"  Ordinary  sports,  with  their  inconveniences,  disordered  and 
unsystematic,  cannot  replace  gymnastics;  but,  conversely,  gym- 
nastics, regular  and  systematic  as  it  is,  ought  not  to  supersede 
play  where  all  children  abandon  themselves  to  the  frolics  of  their 
age." 

41.  Necessity  op  Plat. — This  is  not  the  place  to  dis- 
cuss exhaustively  the  question  of  sports.  In  fact,  sports 
do  not  affect  physical  education  alone ;  they  have  intimate 
relations  with  the  culture  of  the  imagination  and  with 
aesthetic  education,  and  we  shall  have  occasion  to  return 
to  the  subject. 

But  it  is  well  to  state  before  going  further  how  important 
it  is,  from  a  sanitary  point  of  view,  that  the  child  should 
play,  and  how  much  it  were  to  be  regretted  should  the 
habit  of  playing  disappear  from  oui*  schools,  as  it  tends, 
alas !  to  disappear  from  social  life. 

"  Play  in  the  open  air,  which  invites  to  jump,  to  run  without 
interruption,  to  shout  at  the  top  of  the  voice,  which  causes  the 
blood  to  circulate  vigorously,  and  gives  color  to  the  cheeks,  —  this 
is  the  agent  of  all  others  for  physical  development.  The  English 
and  the  Americans  well  know  this,  and  with  them  play  is  a 
national  institution." 

The  French,  on  the  contrary,  play  less  and  less,  and  the 
fault  is  due  in  part  to  the  habits  contracted  in  the  colleges, 
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and  also  in  part  to  the  teachers,  who,  in  general,  have 
disparaged  sports  too  much,  —  "those  nothings  which  are 
everything  in  the  life  of  a  child."  Froebel  is  almost  the 
only  one  who  has  given  that  attention  to  the  subject  which 
it  merits. 

"  We  should  not  consider  play,"  he  says,  "  as  a  frivolous  thing ; 

on  the  contrary,  it  is  a  thing  of  profound  significance By 

means  of  play  the  child  expands  in  joy  as  the  flower  expands  when 
it  proceeds  from  the  bud ;  for  joy  is  the  soul  of  all  the  actions  of 
that  age." 

42.  Physical  Exercises  in  England. — Physical  educa- 
tion still  counts  so  many  adverse  critics  among  the  French 
that  it  is  not  useless  to  invoke  the  example  of  foreign 
nations.  No  one  will  deny  that  the  Anglo-Saxon  race 
stands  in  the  front  rank  among  the  human  races,  and  it 
owes  its  superiority  in  part  to  its  taste  for  physical  exer- 
ci^s. 

On  this  point  let  us  quote  the  testimony  of  an  acute 
observer,  M.  Taine.* 

"  There  are  gentlemen  in  England,"  he  says,  "  whose  ambition 
and  training  are  those  of  a  Greek  athlete.  They  restrict  them- 
selves to  a  particular  diet,  abstaining  from  every  excess  in  food 
and  drink.  They  develop  their  muscles  and  subject  themselves 
to  a  rational  system  of  training 

"  Sports  hold  the  first  place,  said  an  Eton  master,  and  books  the 
second.  A  boy  stakes  his  reputation  on  being  a  good  athlete. 
He  spends  three,  four,  five  hours  a  day  in  boisterous  and  violent 
exercise.  He  will  splash  about  for  hours  in  ploughed  fields  and 
miry  meadows,  falling  into  the  mud,  losing  his  shoes,  and  pulling 

himself  out  as  best  he  can The  university  continues  the 

school,  and  in  it  there  reigns  an  active,  popular,  almost  universal 
taste  for  athletic  exercises.    Playing  at  cricket,  rowing,  sailing, 

1  M.  Taine,  Notes  sur  l^Engleterre^TsiTia,  1872,  Chap.  IV.,  VEduca- 
Hon, 


60 


THEORETICAL  PEDAGOGY. 


training  doga  to  hunt  rata,  fishing,  hunting,  riding  on  horsebao^ 
coaching,  Bnimming,  boxing,  fencing,  and  recently  amateur  sol- 
diering,—  these   are   the   most    interesting    occupations    for   the 

young  men Doubtleaa  muscular  training  carried  to  such 

an  extent  entails  some  rudeness  in  manners ;  but,  by  way  of  c 
peusation,  this  athletic  and  gymnastio  discipline  has  this  double^ 
advantage,  tlmt  it  chilis  the  sensea  and  calms  the  imaginatio 
Moreover,  when  the  moral  and  mental  life  is  afterwards  develope 
the  soul  finds,  to  support  it,  a  more  healthy  and  a  n 
tial  body." 

We  do  not  desire,  any  more  than  M.  Taine  does, 
disguise  the  faults  which  this  extreme  attention  to  1 
physical  life,  this  mania  for  muscularity,  is  likely  to  t 
gender.  Plato,  two  thousand  years  ago,  drew  the  portrai 
but  little  flattering,  of  the  man  who  trains  only  his  bodyJ 
"who  lives  in  ignorance  and  awkwardness,  with  no  sym-1 
metry  and  no  grace."'  English  education  must  often  end'1 
in  producing  coarse  natures,  dolts ;  but,  on  the  other  band,  | 
it  hardens  the  body  and  tempers  character. 

43.  CoNCLxiaiON. — It  is  only  till  lately  that  the  theoi 
and  the  practice  of  education  have  given  to  physical 
oises  their  proper  plnce  ;  and  already,  in  presence  of  tbs 
progveea,  still  uncertain,  of  gymnastics,  some  minds  have 
taken  the  alarm.  It  is  to  be  feared,  some  say,  that  the 
new  generations  may  be  "trained  to  passive  obedience, 
through  the  development  of  physical  exercises.' 
said  that  edncation,  thus  conducted,  lowers  i 
the  level  of  the  beast.*  This  is  surely  misplaced  zeal 
hurl  anathemas  against  a  thing  the  most  innocent  and  the 
most  legitimate  in  the  world,  the  development  of  phydcal 
power.     If  it  were  necessary  to  choose  between  mind  ami 
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gymnastics,  we  would  freely  exclaim,  Long  live  mind! 
Down  with  gymnastics !  But  surely  there  is  no  need  of 
such  a  choice.  The  mind  can  derive  only  good  from  a 
moderate  exercise  of  the  body.  As  to  saying  that  the  habit 
of  passive  obedience  wUl  be  the  result  of  this  new  taste 
for  physical  discipline,  it  is  to  forget  that  well-worn  truth 
that  a  man  is  so  much  the  more  free,  so  much  the  more 
independent,  as  he  has  more  power  at  his  disposal.  We 
have  never  observed  that  in  the  religious  orders,  where 
passive  obedience  is  most  strongly  recommended,  and  where 
the  maxim  perinde  ac  cadaver  has  reigned,  much  attention 
has  been  given  to  physical  development.  In  such  cases 
asceticism  has  flourished,  not  gymnastics. 


CHAPTER    III. 

INTELLECTUAL   EDUCATION.  —  GENERAL   PRINCIPLES. 

44.     Is   THERE   AN   INTELLECTUAL   EDUCATION? It   is   Still 

the  general  usage  to  reserve  the  word  education  to  designate 
the  formation  of  morals  and  character.  The  precise  object 
of  education  proper,  in  distinction  from  instruction,  is  the 
culture  of  the  will  and  the  heart,  as  opposed  to  that  of  the 
intelligence.^  There  is,  however,  an  intellectual  education, 
but  it  is  something  more  than  instruction,  though  it  includes 
it  and  depends  in  great  part  upon  it. 

"The  mind,"  said  Locke,  "is  the  principal  part  of 
human  nature,  and  education  ought  to  bear  chiefly  upon 
what  is  within  man."  It  cannot  be  doubted,  in  fact,  that 
the  intelligence  and  the  interior  faculties  are,  still  more  than 
the  physical  faculties,  the  object  of  education,  either  by  rea- 
son of  the  dignity  of  thought,  —  "  for  it  is  from  this  source 
that  we  must  gain  the  power  to  rise," — or  because,  nature 
and  instinct  playing  a  less  important  part  in  mental  develop- 
ment, the  intervention  of  the  educator  is  here  particularly 
necessary. 

45.  Relation  of  Intellectual  Education  to  Physical 
AND  Moral  Education.  —  Intellectual  education  is  by  no 

1  H.  Marion,  Lemons  de  psychologies  p.  49.  The  meaning  of  this 
term  is  not  so  restricted  by  English  writers,  who  apply  it  in  the  same 
seuse  to  body,  mind,  and  character ;  though  the  essential  idea  in  each 
case  is  that  of  discipline  or  formation,  rather  than  of  instruction  or 
information.    (P.) 

62 


INTELLECTUAL   EDUCATION.  53 

means  an  isolated  thing,  separated  from  all  the  rest.  On 
the  contrary,  it  is  but  a  fragment  of  the  general  education 
of  man,  having  intimate  relations  with  physical  education, 
and  also  with  moral  education. 

When  science  shall  have  succeeded  in  solving  the  ques- 
tion, still  obscure,  of  the  relations  between  the  physical  and 
the  moral,  between  brain  and  thought,  the  influence  of  the 
education  of  the  body  upon  the  education  of  the  mind  will 
become  generally  apparent.  But  even  now,  it  is  sufficient  to 
have  observed  children  to  be  convinced  that  their  intellectual 
evolution  corresponds  to  their  state  of  health,  to  the  nature 
of  their  temperament,  to  their  strength,  or  to  their  weakness 
of  body. 

And,  on  the  other  hand,  notwithstanding  the  clamorous 
assertions  of  Herbert  Spencer,  with  respect  to  the  impotency 
of  instruction  and  its  moral  sterility,  it  is  evident  that  the 
education  of  the  mind  is  a  preparation  for  that  of  the  heart 
and  the  character,  and  that  there  is  an  element  of  truth 
in  the  old  Socratic  maxim,  "Knowledge  and  virtue  are 
one."  1 

46.  Definition  of  Intellectual  Education. — Every- 
thing which  contributes  to  making  the  mind  active,  to 
developing,  strengthening,  and  training  it,  and  also  to  en- 
lightening and  ornamenting  it,  forms  a  part  of  intellec- 
tual education.  But  there  is  an  important  distinction  to 
be  made:  it  is  one  thing  to  build  a  house,  and  another 
thing  to  furnish  it.^  And  so,  with  respect  to  the  intelli- 
gence, it  is  one  thing  to  cultivate  it  for  itself,  by  developing 

1  See  Compayre,  History  of  Pedagogy,  p.  380. 

2  A  very  true  statement  of  the  case  will  be  made,  if  we  say  that 
the  purpose  of  intellectual  education  is  to  train  or  discipline  the  mind 
and  to  furnish  it,  and  that  this  furnishing  is  to  serve  two  purposes, 
use  and  enjoyment.    (P.) 
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its  faculties,  and  another  thing  to  furnish  it  with  the  knowl-1 
edges  which  eoDstitute  either  the  elements  of  wisdom  or  real] 
science. 

Then  we  shall  not  confound  instruction  proper,  the  study  1 
of  whatever  must  be  learned  and  known,  with  the  geQeraljl 
culture  of  the  intelligence,  the  educative  effort  by  virtue  orT 
which  the  child  leaves  school  not  only  instructed,  but  ca-] 
pable  of  carrying  foi^ward  his  own  instruction ;  teachable,  I 
furnished  with  strong  and  pliant  faculties,  witii  an  agile  I 
and  firm  memory,  with  accurate  judgment,  and  with  thef 
power  of  exact  reasoning. 

"  Education,"  saja  Dupanloup,  "  conaistB  essentially  in  the  de- 1 
velopment  of  the  human  faculties. 

"If  the  ears  of  the  master  and  the  efEorts  of  the  pupil  do  not 
result  in  developing,  extending,  elevating,  and  atrengtheuing  the 
faculties ;  if  they  are  limited,  for  example,  to  providing  the  mind 
with  certain  knowledges,  and,  if  I  dare  aay  it,  to  storing  them 
away  there  without  adding  to  ita  breadth,  its  power,  and  its  nat- 
ural activity,  education  will  not  have  taken  place ;  there  will  be 
nothing  bat  instruction.  I  would  no  longer  recognize  in  this  proc- 
ess that  grand  and  heautiful  creative  work  which  is  called  educa-  J 
tion,  educare.  The  child  might  be,  strictly  speaking,  instructec^-H 
but  he  would  not  be  educated.  Even  the  education  of  the  intetf 
lect  would  be  imperfect 

"In  this  there  wonld  be  at  most  only  an  instruction  of  loKJ 
([uality,  aud  in  some  sort  passive,  such  as   a  weak   and  i 
plete  being  might  receive." ' 

In  other  terms,  education  has  not  only  to  present  kno'^a 
edges  to  a  mind  already  formed,  but  its  very  first  duty  i 
to  form  that  mind. 


47.   The  Instruct 
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tion :  it  is  the  end  and  aim,  —  inetruction  is  but  the  means 
of  attaining  it.  But  instruction  is  not  only  valuable  in 
itself :  it  is  the  essential  means,  the  most  powerful  instru- 
ment, of  intellectual  education. 

Instruction,  in  fact,  brings  to  the  mind  the  aliment  it 
needs  for  nourishment,  for  adding  to  its  growth  and 
stature. 

On  this  point  American  educators  are  fond  of  compar- 
ing the  mind  with  the  body,  and  try  to  show  that  knowl- 
edge is  the  aliment  of  the  spirit. 

"The  appetite,"  says  Mr.  Baldwin,  "craves  food,  and  in  the 
presence  of  suitable  food  the  entire  digestive  apparatus  acts; 
food  is  converted  into  muscles ;  muscles  are  used ;  the  result  is 
physical  power.  The  soul  longs  for  knowledge;  in  the  presence 
of  suitable  knowledge  every  faculty  of  the  soul  is  roused  to  ac- 
tion ;  the  child  knows,  feels,  chooses,  acts ;  the  result  is  increased 
mental  power."  ^ 

No  doubt  the  mind,  if  not  fed,  would  become  impover- 
ished and  enfeebled.  Even  in  mature  age  the  intelligence, 
if  it  does  not  renew  its  provision  of  ideas  by  study,  lan- 
guishes and  grows  weak,  just  as  the  body  becomes  ema- 
ciated under  the  influence  of  privations  and  of  prolonged 
fasting.  For  a  still  better  reason,  at  the  period  of  its 
early  development  the  intellect  cannot  grow  strong  if  it 
is  not  nourished ;  and  it  is  instruction  which  is  the  aliment 
of  the  spirit. 

I  add  that  if  the  aliment  is  well  chosen,  if  the  knowl- 
edges are  presented  with  order,  with  discernment;  if  the 
studies  are  systematic  and  well  conducted ;  not  only  will 
the  mind   become   strengthened   by   them,  but  it  will   also 

1  Baldwin,  The  Art  of  School  Management,  New  York,  1881,  p.  313; 
See  the  same  principles  developed  in  The  Principles  and  Practice  of 
Teaching,  by  James  Johonnot,  p.  15. 
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'  be  trained.     The  natural  fruit  of  iuBtruction,  wisely  admin- 
■  iatered,  ie  not  only   wiscioro  but  precision  in  the   play  of 
the  faculties,  —  in  a  word,  int«Uectnal  education. 

It  is  true,  on  the  other  hand,  that  instruction,  if  poorly 
sdmiDistered,  might  still  transmit  knowledge,  but  it  would 
be  valueless  for  the  general  culture  of  the  mind.  Incom- 
plete studies  leave  dangerous  flaws  in  tlie  intelligence ; 
they  develop  only  one  or  two  faculties  at  tbe  expense  of 
all  the  others.  .Studies  that  are  too  hasty  weary  the 
mind,  and  may  enervate  it  for  life ;  pushed  too  far,  they 
encumber  and  weigh  it  down ;  irregular  and  disconnected, 
P  they  becloud  and  deform  it. 

48.  Methods  of  Culture  and  Methods  of  Instruc- 
tion. — Instruction  and  intellectual  education,  then,  are 
things  which  are  inseparable.  All  the  faults  and  all  the 
excellences  of  instruction  will  be  re-echoed  in  the  develop- 
ment of  tbe  faculties,  and  will  contribute,  for  good  or  ill, 
to  the  culture  of  the  mind. 

There  is  no  other  means  of  cultivating  and  forming 
the  intellectual  faculties  than  exercise, — exercise  which  is 
judicious  and  prudent ;  and  there  is  no  other  intellectual 
exercise  than  instruction  under  its  different  forms.  I 

Does  it  follow  that  the   educator  ought  immediately  to 

undertake    the    examination   of    the    different   branches    of  J 

instruction  in   order  to  study    their  methods,    and  that  he  J 

has   no  other  course   to   follow,   in  order  to  direct  intel-  ] 

lectual  education  aud  to  determine  its  laws?  j 

By    no  means.     There    are  two   different   points   of    de-  A 

parture    in    pedagogy,  —  either    the    thinking   subject    who  1 

is  to  be  educated,  or  the  objects  which  are  to  be  taught.  I 

In  the  first  case  we  start  from  the   nature  of  man,   con-  | 

1  eider  tbe  laws  of  the  formation  of  the  faculties,  and  pro-  | 

^wse  general  methods  of  culture  in  conformity  with  thesBj 
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laws.  In  the  second  case  we  start  from  each  one  of  the 
several  branches  of  instruction,  determine  their  nature 
and  characteristics,  and  then  determine  the  methods  of 
instruction  which  are  in  conformity  with  these  charac- 
teristics. 

In  other  terms,  there  are  methods  of  culture  inferred  from 
the  laws  of  psychology,  and  methods  of  instruction  which, 
while  striving  to  accord  with  psychology,  are  based  chiefly 
on  the  nature  of  the  knowledges  which  are  to  be  taught. 

We  shall  first  study  the  methods  of  culture,  by  examining 
the  different  faculties  one  after  another;  but  before  en- 
tering upon  this  detailed  examination,  it  is  necessary  to 
reply  to  some  general  questions  which  govern  the  whole 
subject,  and  to  recall  certain  principles  which  apply  with- 
out distinction  to  all  the  parts  of  intellectual  education. 
Moreover,  it  is  not  best  to  make  too  much  of  these  consid- 
erations, which,  simply  because  they  are  very  general,  offer 
no  great  practical  interest.  An  American  educator  enu- 
merates no  less  than  fourteen  general  principles  of  intellec- 
tual education.*  We  shall  not  imitate  his  example,  for 
to  do  this  it  would  be  necessary  to  enter  upon  the  task 
of  transcribing  in  this  place  all  the  results  of  psychological 
study.  We  shall  assume  that  these  results  are  known  for 
the  most  part,  and  shaU  limit  ourselves  to  a  few  obser- 
vations on  the  order  of  development  of  the  faculties,  on 
their  necessary  harmony,  on  the  essential  characteristics 
of  intellectual  education,  and  on  the  applications  to  edu- 
cation which  result  from  them. 

49.  Order  of  the  Development  of  the  Faculties.  — 
Is  it  true  that  all  the  intellectual  faculties  expand  at  once, 
just  as  at  nightfall  all  the  stars  glow  in  the  heavens  ?     Or, 

1  J.  P.  Wickersham,  Methods  of  Instruction,  pp.  37  -  51. 
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on  the  contrary,  do  they  develop  only  successively,  as  the 
flowers  unfold  one  after  another  on  the  stalk  which  supports 
them? 

Educators  have  resolved  the  question  differently.  If  we 
are  to  believe  Rousseau,  the  mind  is  formed,  so  to  speak, 
of  successive  layers  ;  there  are  stages,  steps,  in  the  evolution 
of  the  intellect.  To  the  faculties  of  sense,  which  manifest 
themselves  from  the  earliest  years,  there  succeed  very  much 
later  the  faculties  of  abstraction  and  of  reasoning. 

Other  writers,  who  approach  nearer  the  truth,  incline 
towards  the  contrary  exaggeration,  and  for  the  principle 
of  succession  substitute  that  of  simultaneity. 

"  We  would  bring  all  the  faculties  under  the  view  of  the  educa- 
tor," says  E.  Joly,  "  for  the  purpose  of  studying  them  in  the  light 
of  a  useful  and  practical  principle.  This  principle  we  would 
formulate  as  follows:  The  intellect  is  an  aggregate  of  faculties 
which  are  developed  simultaneously,  and  lend  one  another  mutual 
assistance."  * 

The  truth  is  that  all  the  mental  faculties,  if  we  consider 
them  in  their  germs,  appear  in  the  child  at  the  same  time ; 
but  they  acquire  their  full  power,  attain  then-  maturity,  only 
one  after  another,  and  in  an  invariable  order  determined  by 
the  progress  in  age. 

Herbert  Spencer,  in  well-known  pages  of  his  "  Educa- 
tion," has  determined  the  laws  of  intellectual  evolution. 
He  proves  that  the  mind  proceeds  from  the  simple  to  the 
complex,  from  the  concrete  to  the  abstract,  from  the  par- 
ticular to  the  general,  from  the  indefinite  to  the  definite, 
from  the  empirical  to  the  rational.^ 

From  these  he  concludes  that  we  should  first  present  to 


1  E.  Joly,  Notions  de  p^dagogiBf  p.  32. 

2  For  Joly's  criticism  on  the  laws  laid  down  by  Mr.  Spencer,  see 
Notions  de  pedagogic,  pp.  46  et  suiv. 
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children  only  simple  subjects  for  study,  sensible  objects, 
particular  things,  in  order  to  lead  them  forward  step  by 
step  to  complex  truths,  to  abstract  generalities,  to  con- 
ceptions of  the  reason ;  and  he  draws  the  further  inference 
from  them  that  we  can  require  of  the  infant  intelligence 
only  incomplete  and  vague  notions,  which  the  travail  of  the 
spirit  will  gradually  elaborate  and  classify. 

50.  The  Intellectual  State  of  the  Child.  —  Closely 
examine  the  child,  and  you  will  see  that  his  faculties  resem- 
ble those  of  the  grown  man  more  closely  than  is  generally 
supposed. 

"  The  child  of  five  years,"  says  Madame  Necker  de  Saussure, 
"is  in  possession  of  all  the  intellectual  faculties  accorded  to 
hiunanity.  Some  of  these  faculties,  weak  and  but  little  used,  and 
often  called  into  play  by  the  most  frivolous  motives,  express  them- 
selves as  yet  only  by  insignificant  acts ;  but  nevertheless  we  see 
them  manifest  themselves."  ^ 

In  the  simple  fact  of  drawing  back  his  hand  from  the 
fire  because  he  has  once  been  burned  by  it,  the  child  exhibits 
memory,  judgment,  and  inductive  reasoning.  It  is  none  the 
less  true  that,  in  general,  he  feels  more  than  he  reasons, 
and  that  when  he  reasons  he  does  so  in  his  own  way. 

"  The  perceptive  powers,"  says  Mr.  Wickersham,  "  are  stronger 
and  more  active  in  youth  than  the  other  intellectual  faculties."^ 

And  the  American  educator  adds  : 

"A  child  is  merely  an  animal  until  there  is  awakened  in  him 
the  power  of  self-consciousness.  After  this  I  can  find  no  time 
when  all  his  faculties  are  not  active  in  some  degree;  but  his 
perceptive  powers  are  the  strongest  and  most  active  diu-ing  the 
whole  period  of  childhood  and  youth." 

^^   . . -_        _  _  r 

1  V Education  progressive,  Tome  I.,  Preface. 

*  J.  P.  Wickersham,  Methods  of  Instruction,  pp.  40,  41. 
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'  "We  nowhere  find  nftture  beginuiug  anjrthing,"  says  Madame  I 
Necker  de  Saussure ;  "  wo  never  surprise  her  at  cieatmg ;  aha  1 
always  seems  to  be  developing."  3 

In  other  terms,  if  the  chUd  is  already,  from  the  intellectual  V 
point  of  view,  a  little  man,  if  we  find  in  him  the  germ  and 
almost  tbe  equivalent  of  all  the  faculties  of  mature  age,  at 
least  these  faculties  do  not  affect  the  some  aspects  in  his 
.   ease,  are  not  all  presented  with  the  same  degree  of  power 
F  and   precision.     Jnst  as  all   articles  of  food   do  not  agree   I 
'    with  the  stomach  of  the  babe,  which  as  yet   digests  only 
milk,  so  uU  reasons  are  not  lit  for  the  reasoning  of  llie  child. 
He  already  feels   the   need   of  finding  an  explanation  for 
things,  of   seeking  their  cause  and  puipose ;   but  he  will 
accept  for  such  esplanationa  reasons  which  are  trivial  and 
puerile.     The  progress  accomplished  by  man  from  his  early 
,   years  up  to  maturity  introduces  into  the  mind  no  powers 
I  which    are    really   new ;     but    it   modifies    their   character, 
V  increases  their  vigor,  and  extends  their  compass.     All  the 
r  faculties  are  awakened   at  the   same   time  in  the   human 
intelligence,  just  aa  upon  a  race-course  all  the  runners  start 
at  the    same  instant ;  but  they  do  not  advance  at  the  same    J 
pace, — some  take  the  lead,  while  others  fall  behind,  and 
they  reach  the  goal  only  one  after  another. 

51.    PROBHESSIVE  Education.  —  Intellectual  education  will 
take  account  of  this  sueeessive  development  of  the  faculties. 
It  will  lie  progressive ;    it  will  not  forget  that  in  its  alow   I 
evolution   the  mind  changes  its   identity  from    moment   to  J 
moment ;  that  there  are  ages  for  the  intelligence  as  for  the   ' 
body  ;    that  little   by  little   the  primitive   dispositions   are 
renewed  and   transformed ;   and  that  the  moral   nature  is 
insensibly  created.     Consequently,  in  the  aid  which  it  will   i 
bring  the  child,  either  for  exciting  or  for  moderating  his  1 
faculties,  educaUon  will  adapt  itself  exactly  to  the  conditions  ] 
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of  nature  and  to  the  changes  which  occur  in  the  soul  with 
the  march  of  time ;  it  will  accompany  the  mind  in  all  the 
stages  of  its  progress,  and  will  adapt  itself  to  all  its  move- 
ments ;  it  will  be,  as  Mr.  Spencer  has  said,  "  the  objective 
counterpart  of  the  subjective  development  of  the  mind." 

52.  Equtlibrium  and  Hakmony  of  the  Faculties. — 
From  having  recognized  the  differences  which  nature  has 
established,  with  respect  to.  the  degree  of  development, 
among  the  faculties  of  the  child,  we  shall  not  on  that 
account  come  to  forget  the  unity  of  the  human  soul.  Edu- 
cation should  be  progressive,  and  not  successive,  as  Rous- 
seau wished.  The  author  of  the  Emile,  so  to  speak,  cut 
the  existence  of  the  child  into  distinct  sections,  a^  the  period 
of  sense-perception,  the  period  of  judgment.  No!  the 
mind  of  the  child  is  already  an  organized  and  complete 
whole,  which  contains  in  germ  all  the  faculties ;  and  if  it 
is  not  possible  to  put  them  all  upon  the  same  footing,  to 
make  them  all  march  abreast,  at  least  there  is  not  a  single 
instant  in  life  when  we  should  not  try  to  cultivate  and 
develop  them  all,  though  in  different  degrees. 

The  independent  culture  of  each  faculty  should  not  make 
us  lose  sight  of  the  final  aim,  which  is  the  harmony  and 
the   equilibrium  of  all  the  faculties. 

"  The  eqmlibrium  of  the  faculties,  in  the  human  intelligence, 
is  what  the  equilibrium  of  forces  is  in  the  physical  world, — it 
maintains  order  without  hindering  movement.  Every  faculty 
strong  enough  to  suspend  or  cripple  tlie  action  of  other  facul- 
ties is  a  despot;  and  in  order  to  be  sound  the  mind  needs  to 
be  free.*'i 

Let  us  be  on  our  guard  against  minds  in  which  certain 
intellectual  dispositions  dominate  exclusively  and  smother 

1  Guizot,  ConseUs  d'un  pere  sur  V^ucaUofu 
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the  others.  When  certain  facoltieH  destroy  the  equilibrium, 
genius,  it  is  true,  sometimes  appears;  but  the  more  often 
that  which  results  from  this  unequal  education  is  incohe- 
rence, disorder,  and  impotence. 

The   ideal   of   a   good   intellectual   education   is  a   mind 
in   which   all   the    faculties   occupy   a  place    proportionate 
to  their  value  aud  importance,  just  as  the  ideal  of  a  physi- 
cal educatjon  is  a  complete  body  in  which  all  the  oi^ana   , 
are  harmoniously    developed    and  all  the    fuuctiona   regu-  j 
lariy  co-operate  in  the  maintenance  of  life. 

"The  principal  rule,"  says  Kant,  "is  to  cultivate  no  faculty  I 
solely  for  itself,  but  to  cultivate  each  in  view  of  Ihe  others;  for  | 
example,  the  imagiuatiou  for  the  aake  of  the  intelligence." 

Juet  as  in  the  soul,  as  a  whole,  the  sensibility  and  the  I 
will  ought  to  be  neither  sacrificed  nor  preferred  to  the  I 
intelligence,  so  in  the  intelligence  itself  no  aptitude  onghfe  I 
to  be  neglected,  no  one  ougbt  to  be  the  object  of  a  privi-  | 
leged   culture. 

53.    The  Facitlties  shouid  lend   one  another  muthai.  I 
SuPFOHT. — The  harmony   of  the   faculties  so  nicely  con-  I 
forms  to  the   intent  of   nature,  and  so  to  the  purpose   of   ' 
education,  that  tbeee  different  faculties  ai'e  mutually  helpful, 
and  it  is  almost  impossible  to  develop  one  without  at  the 
same  time  preparing  for  the  development  of  the  othera. 
Kicole  had  called  attention  to  this  fact. 

" Inatruction,"  he  said,  "gives  neither  memory,  imagination,  J 
nor  intelligence,  but  it  cultivates  all  these  elements  by  atrengtbrfl 
ening  one  through  another.  We  aid  the  judgment  by  memoiyvT 
and  we  relieve  the  memory  by  imagination  and  judgment."  * 
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faculties  come  into  collision  and  manifest,  so  to  speak, 
anarchical  tendencies.  A  sound  mind  is  a  real  organism^ 
in  which  everything  has  its  own  place,  but  in  which  all 
things  work  together  towards  the  same  end. 

54.  General  Characteristics  of  Intellectual  Evolu- 
tion.— From  all  that  has  preceded  it  follows  that  the 
point  of  departure  in  intellectual  education  is  the  unequal 
march,  the  progressive  evolution,  of  the  different  faculties, 
and  that  the  term,  the  aim,  is  the  development  —  I  do 
not  say  equal,  but  proportionate  and  normal — of  these 
same  faculties.  We  now  see  where  we  are  going  and 
whence  we  set  out. 

But  by  what  routes  shall  we  go?  According  to  what 
general  principles  ought  the  educator  to  govern  his  con- 
duct? It  is  not  sufficient  to  say  that  education  as  a 
whole  will  conform  to  the  order  of  nature.  Nature,  in  fact, 
is  a  grand  and  vague  word,  which  educators  and  moral- 
ists interpret  just  as  it  pleases  them,  and  under  cover  of 
which  they  give  currency  to  the  most  various  and  often 
to  the  most  singular  conceptions. 

Without  entering  into  the  details  of  method,  which  shall 
be  the  purpose  of  the  chapters  composing  the  second 
part  of  this  work,  it  is  proper  to  determine  at  this  point 
some  of  the  laws  of  intellectual  evolution  and  the  educa- 
tional results  which  flow  from  them. 

55.  The  Mind  is  not  a  Vase  to  be  filled,  but  a  Fire 
THAT  IS  to  be  made  TO  GLOW.  —  The  mind  is  not  a  tabula 
rasa,  a  blank  page,  on  which  we  have  but  to  write,  a 
simple  receptacle  which  it  suffices  to  fill  just  as  we  fill  a 
measure  with  grain ;  but  it  is  an  aggregate  of  germs  which 
aspire  to  develop  themselves. 

How  many  times  have  teachers  transgressed   this  psy- 
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chological  law !  Do  we  not  violate  it  every  day  when  our 
chief  concern  is  to  cram  the  mind  of  the  child,  to  accu- 
mulate a  mass  of  knowledge,  at  the  risk  of  smothering 
the  intelligence,  which  we  should  only  arouse  and  excite? 
The  overcrowding  of  modern  programmes  is  increasing  from 
day  to  day,  to  the  great  detriment  of  intellectual  liberty. 
Even  supposing  that  the  mind  is  at  birth  a  vase  ready 
made,  it  would  still  be  an  insoluble  problem  to  propose 
to  have  contained  in  a  vase  of  invariable  dimensions  ten, 
twenty,  or  a  hundred  times  as  much  matter.  But  besides, 
it  is  not  the  purpose  of  education  to  produce  prodigies 
of  memory,  erudites  capable  of  discussing  whatever  is 
knowable. 

"The  purpose  of  study,"  says  Gr^ard,  "is  above  all  else  to 
create  the  instrument  of  intellectual  labor,  to  make  the  judg« 
ment  surer ;  and  for  this  purpose  it  is  not  necessary  to  teach  all 
that  it  is  possible  to  know,  but  that  of  which  it  is  not  permis- 
sible to  be  ignorant."  1 

Then  let  us  renounce  the  pretensions  of  those  who  would 
have  the  human  intelligence  the  r^sum^  of  universal  knowl- 
edge. Let  us  no  longer  admire  feats  of  strength  like  those 
mentioned  by  Dupanloup. 

"One  pupil  recited  the  whole  of  the  Telemaque,  another  re- 
cited a  grammatical  analysis  which  contained  more  than  sixty 
thousand  Greek  and  French  words." 

Let  us  return  to  the  old  maxim,  Non  multa^  sed  mtUtum. 
It  is  better  to  know  a  few  things  thoroughly  than  to  know 
all  things  superficially. 

56.  Respect  for  the  Liberty  and  the  Voluntary  Ef- 
fort OF  the  Child. — The  teachers  who  still  believe  that 

1  M€moire  sur  la  question  des  prograinmes  dans  Venseiffnement  «e- 
condaire,  1884. 
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the  mind  is  an  inert,  passive  capacity,  of  course  have  no 
regard  for  the  liberty  of  the  child;  there  is  no  occasion 
for  respecting  powers  whose  existence  is  not  admitted.  But 
all  those  who  believe  that  nature  has  planted  in  the  in- 
telligence vital  principles,  which  await  only  a  favorable 
occasion  and  a  proper  stimulus  to  awaken  and  expand, 
feel  on  the  contrary  the  need  of  not  hampering  and  not 
opposing  the  natural  evolution  of  the  mind. 

Allow  the  child  who  is  beginning  to  think  the  largest 
liberty  possible.  Do  not  bend  his  intelligence  to  artificial 
forms ;  do  not  compel  him  to  endure  by  force  too  many 
didactic  lessons ;  do  not  impose  on  him  a  diet  which  he  is 
not  capable  of  digesting. 

"  When  men,"  says  Mr.  Spencer,  "  received  their  creed  and  its 
interpretations  from  an  infallible  authority  deigning  no  expla- 
nations, it  was  natural  that  the  teaching  of  children  should  be 
dogmatic.  While  *  believe  and  ask  no  questions '  was  the  maxim 
of  the  church,  it  was  fitly  the  maxim  of  the  school.  Conversely 
now  that  Protestantism-  [Mr.  Spencer  should  add,  *  and  philoso- 
phy'] has  gained  for  adults  a  right  of  private  judgment,  and 
established  the  practice  of  appealing  to  reason,  there  is  harmony 
in  the  change  that  has  made  juvenile  instruction  a  process  of 
exposition  addressed  to  the  understanding."  i 

57.  We  must  know  how  not  to  be  in  haste.  —  "The 
most  useful  rule  of  all  education,"  said  Rousseau,  '*  is  not 
to  gain  time,  but  to  lose  it."  Under  the  form  of  a  paradox, 
this  was  saying  that  it  is  not  wise  to  make  haste,  and 
that  education  ought  to  act  upon  the  fraU  and  delicate 
intelligence  of  the  child  with  a  slowness  copied  from  nature. 

"  Let  us  protect  ourselves,"  says  Madame  Pape-Carpantier  to  the 
same  effect,  "  against  that  imthinking  zeal,  or  that  culpable  vanity, 
which  would  exact  from  the  child  all  that  his  elastic  intelligence 

1  Education,  p.  97. 
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can  produce,  at  the  risk  of  exhausting  it,  at  the  risk  of  destroying 
the  fruit  in  the  flower." 

58.  Attractive  Labob.  —  It  is  a  truth  now  generally 
admitted  that  there  are  no  studies  really  profitable,  save 
those  which  respond  to  the  needs  of  the  intelligence,  and 
there  provoke  an  agreeable  excitation.  Herbert  Spencer  ear- 
nestly recommends  that  the  tastes  of  the  child  shall  be  taken 
into  account.  "Work,"  says  Gr^ard,  "  being  but  the  devel- 
opment of  natural  activity,  the  exercise  of  that  activity 
ought  certainly  to  make  the  child  happy." 

The  pleasure  which  the  child  feels  is  in  fact  the  sign 
that  his  mind  is  developing  with  ease,  that  he  is  assimilating 
the  knowledge  which  has  been  presented  to  him.  On  the 
other  hand,  his  repugnances,  his  indolence,  and  his  inertia 
prove  that  the  instruction  which  displeases  him  has  been 
presented  at  too  early  a  period,  or  has  been  presented  in  a 
bad  way.^ 

1  Following  Mr.  Spencer,  M.  Compayr^  assigns  two  reasons  why 
studies  may  be  disagreeable  to  a  child :  (1)  They  may  be  unseasonable 
or  (2)  they  may  be  badly  presented.  There  is  still  another  reason: 
they  may  involve  a  mode  gf  mental  activity  which  has  not  yet  been 
developed  so  fully  as  to  proceed  with  facility,  and  hence  vTith  pleasure. 
Under  the  most  favorable  circumstances,  the  beginning  of  a  new 
subject  will  often  be  unpleasant,  because  the  mind  has  not  yet  become 
accustomed  to  this  new  mode  of  exercise.  If  we  regard  symmetry 
and  harmony  of  development  as  one  aim  of  education,  a  pupil's  dislike 
of  a  study  may  indicate  that  he  ought  to  pursue  it. 

It  should  be  added  also  that  a  study  will  grow  tedious  when  the 
mental  activity  it  involves  reaches  the  fatigue-point.  In  a  word,  the 
same  rules  may  be  applied  to  mental  as  to  physical  activity.  In 
both  cases  free  and  spontaneous  activity  is  agreeable;  activity  that 
is  constrained,  or  that  reaches  the  fatigue-point,  is  tedious  or  disa- 
greeable. But  these  last  conditions  are  often  inevitable,  and  are  even 
desirable,  for  robustness,  power,  and  manliness  can  be  attained  in 
no  other  way.  In  a  larger  sense,  there  is  no  discipline  like  a  noble 
sorrow.    (P.) 
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Pleasure,  then,  is  not  a  thing  to  be  despised  in  instruc* 
tion ;  it  will  give  to  the  faculties  an  unusual  animation. 
And  it  is  not  necessary,  in  order  to  make  the  child  happy  in 
his  work,  to  attempt  to  enliven  instruction  by  amusements 
which  impair  its  character.  It  is  suflScient  to  follow  a 
proper  order,  one  adapted  to  the  powers  of  the  child. 
Mental  activity  is  agreeable  in  itself.  ^ 

"Where  young  people  are  taught  as  they  ought  to  be,  they 
are  quite  as  happy  in  school  as  at  play,  seldom  less  delighted  — 
nay,  often  more — with  the  well-directed  exercise  of  their  mental 
energies,  than  with  that  of  their  physical  powers."  ^ 

59.  Necessity  op  Effort.  —  But  the  legitimate  desire  to 
make  study  agreeable,  to  sweeten  the  toil  of  the  child, 
ought  not  to  make  us  forget  the  necessity  of  effort.  Let  us 
not  yield  to  the  temptation  of  saying,  with  Fenelon,  "  every- 
thing should  be  done  with  pleasure."  According  to  the 
amiable  author  of  the  Ediication  desjilles^  everything  should 
be  learned  while  playing.  This  is  neither  possible  nor  desir- 
able. Let  us  avoid  whatever  is  repulsive,  but  let  us  not  go 
so  far  as  to  proscribe  what  is  laborious. 

"  School  is  a  forced  culture,"  says  Kant.     "  We  should  accustom 

the  child  to  work It  is  to  render  him  a  very  poor  service 

to  accustom  him  to  regard  everything  as  play 

"  Whatever  is  done  to  make  study  agreeable,"  says  Rousseau, 
"  will  prevent  children  from  profiting  by  it And  so  Ma- 
dame de  Stael  says :  *  The  education  that  takes  place  by  amusing 
one's  self  dissipates  thought.  Pain  of  every  kind  is  one  of  the 
greatest  secrets  of  nature,  and  the  mind  of  the  child  ought  to 
accustom  itself  to  studious  efforts,  just  as  our  soul  should  be 
accustomed  to  suffering.* " 

"  Asceticism  is  disappearing  out  of  education,  as  out  of 
life,"  Mr.  Spencer  has  said,  in  his  brilliant  way.     Yes  ;  but 

1  Professor  Pillans,  quoted  by  Herbert  Spencer,  Education,  p.  169. 
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for  tbe  old-time  asceticiam  there  must  not  be  substituted  a  ^H 
sort  of  pedagt^c  epicureanism,  distinguUhecl  by  iDBtruution  ^^M 
whicb  is  amusing  as  well  oa  by  discipline  wbich  is  lax.  ^H 

Fain  ought  not  to  be  purposely  proscribed  in  education.     ^B 
It   awakens  new  ideas  in   the  soul ;    it  stirs    the   mind  to 
depths  scarcely   suepected  before  the  sufFering   came.     No 

r8tim*Jus  ia  equal  to  that  of  pain,  for  liberating  the  human  ^^ 
personality  from  the  disguiees  which  envelop  it.  ^^M 

"Man  is  an  apprentice;  pain  is  his  master  1"  ^^H 

GO.  The  Inner  Development  of  the  Mikd. — The  idea  ^^M 
of  an  inner  and  spontaneous  development  of  Uie  mind  ia  ^^M 
not  a  new  thing  in  pedagogy.  ^^1 
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not  a  new  thing  in  pedagogy. 

"Properly  speaking,"  aays  Nicole,  "it  ia  not  the  teacher  nor 
outside  instruction,  which  causes  thuigs  to  he  comprehended; 
they  do  notliing  more  than  expose  them  to  the  interior  light  of 
the  mind,  by  which  alone  they  are  comprehended ;  so  that  when 
there  ia  not  the  concurrence  of  this  light,  instruction  is  to  no 
more  purpose  than  aa  though  one  were  to  exhibit  pictures  L 
the  nigfat." 

In  fact,  in  an  education  properly  administered,  it  is  of  I 
less  importance  to  assure  the  superficial  instruction, 
exterior  culture  and  adornment  of  the  mind,  than  to  I 
secure  its  inner  and  profound  development.  "To  instruct  I 
a  child,"  said  Madame  Necker  de  Sausaure,  pithily, 
to  construct  him  from  withiu." 

Let  uB,  then,  reject  all  methods  of  instruction  which,  like:] 
those  of  the  Jesuits,  leave  inactive  the  inner  forces  of  thai 
soul.  To  find  for  the  mind  occupations  which  absorb  it,. I 
which  lull  it  like  a  dream,  without  wholly  awakening  it;  to  I 
call  attention  to  words,  to  niceties  of  speech,  to  tlie  trivial  | 
facts  of  history,  so  aa  to  reduce  by  so  much  the  opportunity 
for  thinking ;  to  provoke  a  c«rtain  degree  of  intellectual 
activity,   prudently  arrested  at  the  point  where  reflective 
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reason  succeeds  a  garnished  memory ;  —  in  a  word,  to  stir 
the  mind  from  without  just  enough  to  rescue  it  from  its 
natural  ignorance,  but  not  enough  to  make  it  really  act 
for  itself  by  a  manly  display  of  all  its  faculties,  —  such  was 
the  method  of  the  Jesuits.  It  is  good  for  nothing  but  to 
make  grown-up  children,  not  men. 

61.  Means  to  be  Employed. — It  is  not  our  purpose  in 
this  place  to  enter  upon  details  of  method ;  this  is  a  subject 
which  we  shall  resume  further  on  (see  Part  Second).  Let 
us  merely  illustrate,  by  a  few  quotations,  the  extent  to  which 
modern  educators,  particularly  American  educators,  are  pre- 
occupied with  the  inner  activity  of  the  mind. 

"  The  teacher  should  never  do  for  the  child  what  it  can  do  for 
itself.  It  is  the  child's  own  activity  that  will  give  strength  to  its 
powers  and  increase  the  capacity  of  the  mind.  The  teacher  must 
avoid  telling  too  much  or  aiding  the  child  too  frequently.  A  mere 
hint  or  suggestive  question,  to  lead  the  mind  in  the  proper  direc- 
tion, is  worth  much  more  than  direct  assistance,  for  it  not  only 
gives  activity  and  consequently  mental  development,  but  culti- 
vates the  power  of  original  investigation."  ^ 

Mr.  Wickersham,  another  American  educator,  proceeds  in 
the  same  vein: 

"The  condition  of  the  learner  should  not  be  one  of  passive 
reception,  but  of  earnest  self-exertion.  One  trial  of  strength 
should  induce  other  trials;  one  diflSlculty  overcome  should  ex- 
cite an  ambition  to  triumph  over  other  difficulties.  The  teacher 
should  create  interest  in  study,  incite  curiosity,  promote  inquiry, 
prompt  investigation,  inspire  self-confidence,  give  hints,  make 
suggestions,  tempt  pupils  on  to  try  their  strength  and  test 
their  skiU."  « 

Mr.  Wickersham  continues  by  citing  the  example  of  a  bird 
teaching  her  young  ones  to  fly. 

—  ■ ■        -    -- —  -  —  - 

1  Edward  Brooks,  Normal  Methods  of  Teaching,  pp.  21,  22. 
>  Wickersham,  op.  cit.,  pp.  23,  24. 
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:  lessons  in  teaching  was  taught  me  by  i 
robin.  It  was  in  lay  garden,  and  the  mother-robin  was  teaching 
hex  young  brood  to  fly.  A  little  robin  sat  upou  the  neat  and 
seemed  afraid  t«  move.  The  mother-bird  came  aud  stood  by  ita 
side,  stroked  it  with  her  bill,  aud  then  hopped  to  a  ueighboring 
twig  and  stood  awhile,  as  if  to  induce  the  little  bird  to  foUow. 
Again  and  again  she  repeated  her  caresses,  and  then  hox>ped 
nimbly  to  the  same  twig.  At  length  the  little  bird  gained 
oouri^,  and  to  the  gi'eat  joy  of  ita  mother  shook  ita  weak 
wings,  started,  and  stood  by  her  side.  Another  more  distant 
twig  was  now  selected,  and  further  effort  brought  the  little  bird 
to  it  also.  And  so  the  process  was  repeated  many  times, 
the  timid  fledgling,  now  grown  quite  hold,  could  sail  away 
ita  mother  over  woodlands,  fields,  and  meadows." 

Under  a  pleasing  form  the  above  ia  a  paraphrase  of  this 

thought  of  Froebel:   "  Let  teitcliers  not  lose  sight  of  this 

truth :    Always  and  at  the  same  time  they  must  give  and 
take,  precede  and  follow,  act  and  let  act." 


62.  Intbllectdal  iNEQUALiriEa.  — Id  spite  of  Jacotot's' 
parados,  "  All  intelligences  are  equal,"  it  is  certain  that  pro- 
found differences  separate  minds  in  their  native  constitutaon, 
and  that  these  intellectual  inequalities  do  tiot  all  come  from 
the  fact  that  we  do  not  all  have  the  same  tastes  and  th^ 
same  will.  The  teacher  should  know  how  to  take  into 
count  this  diversity  of  faculties,  aud  should  recall  the 
of  Locke,  "  There  are  perhaps  no  two  children  who 
brought  up  by  exactly  the  same  methods." 

However,  do  not  lot  us  push- the  significance  of  thi 
observations  too  far.  Do  not  let  us  diversify  intellectual 
educatiou  without  limit.  While  paying  regard  to  natural 
inequalities  for  the  purpose  of  correcting  them,  and  to 
special  aptitudes  for  the  purpose  of  favoring  them,  let  ua 
not  forget  tliat  we  must  propose  to  all  pupils  the  same  aim, 
and  tliat,  in  general,  it  is  possible  to  lead  them  Xa  it.     As 


itil^H 
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Madame  Guizot  said,  ''  Save  in  some  special  and  rare  cases, 
we  are  all  made  for  everytking.  .  .  .  We  must  not  so  de- 
vote our  faculties  to  one  special  line  of  action  as  to  become 
unfitted  for  every  other."  ^ 

63.  Special  Aptitudes. — It  is  not  best,  then,  to  follow 
the  current  of  nature  with  absolute  compliance,  and  when  a 
child  gives  evidence  of  particular  dispositions,  to  fall  in,  so 
to  speak,  with  his  predilections,  and  to  devote  him  by  prefer- 
ence to  the  things  for  which  he  has  a  marked  aptitude.  On 
this  point  it  seems  to  us  that  Nicole  is  lacking  in  wisdom 
and  moderation. 

"There  are  children,"  he  said,  "who  should  be  busied  with 
scarcely  anything  except  what  depends  on  the  memory,  because 
they  have  a  prompt  memory  and  a  weak  judgment;  and  there 
are  others  who  should  devote  themselves  to  the  things  that  de- 
pend on  the  judgment,  because  they  have  more  judgment  than 
memory."  * 

No ;  without  asserting  that  education  ought  to  cast  all 
minds  in  the  same  mould,  nor  that  we  should  try  to  bring  all 
intelligences  up  to  the  same  level,  let  us  not  renounce  the 
purpose  to  have  them  pursue  a  common  ideal.  For  guarding 
the  personality  of  each  pupil,  and  for  assuring  sufficient 
liberty  to  his  particular  dispositions,  we  have  done  enough 
when,  for  the  old  tyrannical  and  oppressive  methods,  we 
have  substituted  the  new  methods,  which  appeal  to  the 
spontaneity  and  the  voluntary  effort  of  the  child. 

64.  Intellectual  Education  itself  should  have  a 
Practical  Aim.  —  Even  in  our  day  we  too  often  forget  the 
old  Latin  adage,  Vitce^  non  scholce^  disdtur  (It  is  for  life, 

1  Lettres  de  famille  sur  V^diLcation,  p.  77. 
*  Nicole,  De  VEdiLcation  d'un  prince,  p.  36. 
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not  for  school,  that  instmction  is  given).  Preparation  for 
life,  —  such  is  the  true  definition  of  instruction,  especially  of 
common-school  instruction.  It  is  not  a  grammarian,  it  is 
not  a  logician,  as  Montaigne  says,^  but  a  man  that  is  to  be 
trained.  Then  let  us  not  demand  that  intellectual  education 
should  develop  Jhe  brilliant  faculties  whose  purpose  is  mental 
adornment,  the  faculties  which  serve  for  display,  serviceable 
to  men  of  leisure,  but  not  adapted  to  the  humble  and  labori- 
ous condition  of  the  common  people.  What  is  needed  is  a 
manly  training  of  the  useful  faculties,  those  of  which  it  may 
be  said  that  they  are  arms  for  the  battle  of  life.  Doubtless 
the  common  school  is  not  a  technical  or  professional  school, 
but  it  ought  to  be  a  practical  school.  "The  end  of  educa- 
tion," justly  remarks  an  American  writer,  "is  not  to  teach 
pupils  to  know  and  use  books,  but  to  know  and  make  right 
use  of  themselves."^ 

1  See  Compayr^'s  History  of  Pedagogy,  p.  103. 

2  Baldwin,  op.  cit.,  p.  313.        ^ 


CHAPTER    IV. 

THE   EDUCATION   OF   THE   SENSES. 

65.  The  Beginning  op  Intelligence. — He  who  would 
know  in  its  completeness  the  nature  of  the  intelligence 
should  study  the  child  beside  his  cradle. 

At  first  he  is  but  a  little,  inert  mass,  that  awakens  only  to 
cling  to  his  mother's  breast  or  to  weep ;  and  yet  in  that 
body  still  so  frail  there  slumber  the  germs  of  a  complete 
moral  personality.  Upon  contact  with  the  exterior  world 
all  these  germs  will  expand,  all  that  latent  life  will  awake, 
all  that  is  potential  will  become  active.  It  seems  as  though 
an  invisible  hand  were  pouring,  drop  by  drop,  into  that  deli- 
cate and  fragile  vase,  soul  and  intelligence. 

In  a  few  days  a  smile  will  come  to  animate  the  lips  of  the 
infant;  movements  more  and  more  characteristic  will  give 
evidence  of  his  vitality ;  they  will  express  either  his  instincts 
or  simply  his  general  need  of  activity.  Finally,  at  the  end  of 
a  few  months,  a  sort  of  prattling  —  feeble  cries  indefinitely 
repeated  —  shows  that  this  feeble  child  already  has  some 
glimmers  of  intelligence,  and  that  he  wishes  to  communicate 
them. 

We  have  often  heard  of  the  slowness  with  which  nature 
proceeds  in  organizing  the  faculties  of  the  child.  I  confess 
that  it  is  rather  the  contrary  that  impresses  me.  When  we 
think  of  the  origin  of  the  child,  that  only  a  few  months  ago 
he  had  no  formal  existence,  how  can  we  fail  to  be  astonished 
at  that  prodigy  which  is  renewed  every  day,  and  which  gives 
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rjee  in  so  brief  a  time  to  a  new  being,  neariy  Bunilar  in 
everrthiag,  except  stature,  to  the  aiithorB  of  his  life  ?  Espe- 
cially how  cac  we  fail  to  admire  the  inteUectiial  progress 
which,  through  the  acquisitions  of  the  senses,  is  accom- 
plibLed  within  a  few  years?  "The  period  in  which  the 
child  has  do  teacher,"  says  Egger,  "is  perhaps  that  in 
which  he  learns  most  and  most  rapidly.  Let  one  compare 
.  the  number  of  ideas  acquired  between  birth  and  the  age  of 
five  or  six,  with  those  which  he  acquires  in  the  years  follow- 
ng,  and   he  will  be  astonished  at  this  great  precocity."*    " 

66.  Sensations  and  Perceptions.  —  We  assume  to  be 
known  whatever  psychology  and  physiology  teach  of  the 
organs  and  the  functions  of  tlie  five  senses,  —  seeing, 
hearing,  touching,  smelling,  and  tasting.  Let  us  dwell  only 
on  wliat  it  is  important  for  the  educator  to  know,  if  he 
would  proceed  successfully  in  the  education  of  the  senses. 

The  sensations  peculiar  to  the  five  senses  are  not  merely 
affective  perceptions,  —  that  is,  sources  of  pleasure  or  of 
pain,  —  but  they  are  also  representixlive  perceptions,  that 
the  sources  of  images,  of  ideas,  and  of  knowledges.* 
While  the  interior  sensations,  those  which  accompany  the 
play  of  the  organic  functions,  t«acb  us  nothing  of  the  | 
natnre  of  the  organs  where  they  are  developed,  the  exterior 
sensations  inform  us  of  the  qualities  of  the  object*  which  I 
produce  them,  and  those  objects  themselves.  ' 

From  the  earliest  years  of  life  perception  is  quite  readily 
disengaged  from  sensation,  and  the  perception   is   already    I 

I  knowledge, — it  consists  essentially  in  distinguishing  the  I 
difference  between  objects.  I 

"Mind,"  Bays  Mr,  Bain,  "startJt  from  discrimination.    The  con-  I 


1  Egger,  Obiervatioia  sur  le  d*%doppinenI  de  VinteUigence,  187ft. 
°  RouBseau  was  wrong  in  saying.  "The  first  seoEatlons  of  chUdren  J 
e  purely  afEeotive :  they  perceive  only  pleaauro  and  pain." 
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sciousness  of  difference  is  the  beginning  of  every  intellectual  exer- 
cise." 1 

And  at  the  same  time  that  the  mind,  through  successive 
perceptions,  discriminates  objects  from  one  another,  it  soon 
comes  to  discriminate  itself  from  these  objects.  Self- 
consciousness,  the  inner  sense,  is  inseparable  from  the 
development  of  the  external  senses. 

67.  Importance  op  Sense-Intuitions.  — The  notions  fur- 
nished by  the  senses  are  one  of  the  essential  elements  of 
the  human  intelligence.  It  were  an  error  to  think  that  the 
senses  do  not  give  us  ideas.  "  Before  the  age  of  reason," 
said  Rousseau  wrongly,  "  the  child  does  not  receive  ideas, 
but  images."  From  the  fact  of  being  sensible,  the  represen- 
tations of  sight  and  of  hearing  are  none  the  less  ideas. 

Doubtless  the  consciousness,  applied  to  the  interior  modi- 
fications of  the  self,  is  a  fruitful  source  of  knowledge ;  but 
how  much  richer  and  vaster  is  the  domain  of  exterior  per- 
ception ! 

Our  abstract  and  general  ideas  themselves  are  but  the 
derivatives  of  a  mental  effort  which  compares,  separates, 
and  unites  the  concrete  data  of  the  senses. 

Doubtless  it  is  no  longer  necessary  to  make  of  the  senses 
the  only  source  of  intellect,  as  Locke,  Condillac,  and  Come- 
nius  also  taught.^ 

The  mind  has  its  own  constitution  and  its  necessary  laws ; 
natural  or  acquired,  innate  or  hereditary,  reason  exists  prior 
to  the  senses  and  governs  their  exercise ;  as,  for  example, 
when  it  obliges  us  to  admit  an  external  reality,  the  cause 
and  basis  of  sensible  representations. 

1  Alexander  Bain,  EducaJtion  as  a  Sciencey  p.  15. 

2  "  It  is  certain,"  says  Comenius,  in  the  preface  to  the  Orbis  Pictus, 
"that  there  is  nothing  in  the  understanding  which  had  not  before  been 
in  the  senses." 


THEOEETICAL  PEDAGOGY, 


I 


Bnt,  nevertheless,  the  seosea  are  the  origin  of  the  moat  of 
our  kiiowletlge ;  they  enrich  the  miud  with  a.  multitude  of 
BOtioDS.  It  suffices,  to  judge  of  their  importauce,  to  see  to 
what  a  wretched  condition  is  reduced  the  intelligence  of  the 
unfortunates  wlio  bave  been  deprived  of  several,  or  even  of 
a  single  one,  of  their  senses.  The  mind  is  not,  as  certain 
philosophers  have  supposed,  a  force  which  is  self-sufficing ; 
it  has  need  of  nourishing  itself  from  without,  through  an 
incessant  communication  with  nature;  in  a  word,  it  is,  in 
large  measure,  but  the  conscious  echo  of  an  external 
world. 

68.  Genekal  CuiTtniF.  of  the  Senses.  —  The  senses  are 
in  great  part  organized  and  formed  by  nature.  A  natural 
evolution  carries  forward  each  of  them  to  its  point  of  normal 
perfection.  There  is.  however,  for  the  faculties  of  sense- 
perception,  as  for  all  the  others,  an  education  proper,  a  real 
culture,  which  alone  can  secure  to  the  senses  all  the  pre- 
cision, all  the  delicacy,  of  which  they  are  susceptible. 

The  starting-point  in  this  education  of  the  senses  depends 
upon  physiology  and  hygiene.  The  integrity  and  the  health 
of  the  organs  must  be  protected.  In  the  education  of  the 
vision,  for  example,  the  first  duty  belongs  to  the  oculist. 
The  senses  are  the  instruments,  the  material  tools,  which 
must  be  kept  clean,  strong,  and  in  a  normal  condition.  But 
nature  presents,  in  the  case  of  a  great  unmber  of  individuals, 
grave  imperfections  which  ought  to  be  corrected  so  far  as 
this  is  possible,  and  corrected  at  first  by  physical  means. 
Some  are  near-sighted,  some  have  imperfect  vision,  some 
are  color-blind  ;  some  are  hard  of  hearing,  and  some  almost 
deaf.  For  these  difficulties  medicine  and  hygiene  offer  rem- 
edies,  or  at  least  pailiatives. 

Sometimes  an  infirmity  of  the  senses  is  caused,  not  by 
a  defect  in  the  special  construction  of  the  organ,  but  bj  a  j 
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general  weakness  of  the  constitution,  Bj  fortifjitig  ' 
whule  body  and  the  general  health,  we  assnre  the  health 
and  vigor  of  the  organs  of  sense-perception.  Finally,  edn 
cation,  from  this  first  point  of  view,  ought  carefully  to  avoii 
all  the  material  causes  of  the  enfeebling  of  the  senses,— 
bad  conditions  of  lighting,  for  example, — which  might  in 
jure  the  iiatural  and  normal  sensibility  of  vision. 

But  all  has  not  been  done  when  we  have  provided,  through 
bygiene,  for  the  health  of  the  organs  of  sense.  It  ia  much 
to  have  good  t<iolB  at  our  disposal,  but  this  is  not  enough; 
■we  must  know  bow  to  use  them.  Like  all  the  faculties,  the  \ 
Benses  are  perfectible.  Between  what  they  are  naturally, 
and  what  they  can  become  by  a  methodic  and  regular  cul- 
ture, there  is  a  considerable  margin.  Exercise  is  the  great 
secret  of  this  education  of  the  senses.  It  is  by  practice  that 
the  painter  and  the  musician,  the  artisan  and  the  artist, 
learn  to  aee  and  to  hear  with  a  degree  of  accuracy  and  power 
to  which  the  untaught  do  not  attain.  We  know  what  n 
vellous  power  is  attained  by  the  hearing  of  savages  and 
huntsmen,  the  touch  of  the  blind,  and  the  eight  of  sailors. 
Laura  Bridgman,  deaf,  dumb,  and  blind,  has  succeeded 
through  touch  alone  in  distinguishing  the  colors  of  the  dif- 
ferent balls  of  yam  or  of  silk  which  she  employs  in  her 
Be  wing  and  embroidery. 

Finally,  we  must  recollect  that  the  senses  are  mutually 
complementary.     Touch  corrects  the  iUusions  of  sight  and 
extends  its  sphere.     Sight  illumines  and  guides  the  hearing. 
Besides  these  individual  and   special  perceptions,   natural  ' 
perceptions,  as  tbe  psychologists  say,  each  sense  has  its   I 
acquired  perceptions,  which  it  owes  in  part  to  the  co-oper 
fen  of  tbe  other  senses.     Hence,  again,  the  educator  has  a  i 
new  occasion  for  intfirvention,  for  the  puipose  of  aiding  the   ' 
senses  in  mutually  controlling    and  correcting  tbemselvei 
and  in  becoming  by  their  accord  the  admirable  and  infallible 
acquiring  a  knowledge  of  the  material  world. 
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Opinion   of  Rottsseaij. — Rousseau  is  the  firet  wlio  J 
onderetood  the  importance  ol  tlie  education  of  the  sensea.  i 

s  has  neither 
he, 


"  A  child,"  he 


not  GO  tall  aa  i 
1,  liut  be  sees  and  hears  aa  well  a 


.  .     The  first  faculties  which  are  formed  and 

the  senses.     These  are  the   first  that  should 

i  the  only  ones  that  are  forgotten,  or  that    , 


his  strength  □ 
or  nearly  as  well.  . 
perfected  in  na  are  t 
be  oultiyated;  they  a; 
are  moat  neglected. 

"To  exercise  the  senses  is  not  merely  to  make  nse  of  theiUi  I 
but  it  is  to  learn  to  judge  oorrectlj  by  them;  it  is  to  learn,  ao  I 
to  speak,  to  feel,  for  we  can  neither  touch,  nor  Bee,  nor  hear,  I 
except  as  we  have  been  taught." 

What  pleases  us  particularlj  in  Rousseau's  thought  is  that  ] 
he  does  not  consider  the  senses  sitoply  as  insti-uinents  for 
perfecting  the  mind  ;  but  he  studies  them  in  themselves  and 
seeks  the  means  of  training  them.  It  is  not  merely  tlie  ed- 
ucation of  the  mind  through  the  senses  which  concerns  him, 
but  above  all  the  education  of  the  senses  themselves. 


70.  Methods  op  Pestalozzi  and  Feoebel.  — To  Rousseaa 

belongs  the  merit  of  liaving  recommended  theoretically  the 
education  of  the  senses,  but  to  Pestalozzi  and  to  Froebel  be- 
longs the  honor  of  having  put  it  in  practice,  of  having  intro-  J 
duced  it  into  the  domain  of  school  work. 

According  to  Pestalozzi,  the  point  of  departure  in  all  I 
intellectual  education  is  to  be  found  in  the  sensations.  It  J 
was  through  things  themselves  that  he  wished  to  develop  the  I 
intelligence  of  his  pupils.  It  was  not  enough  for  him  tol 
have  the  objects  seeu,  but  they  must  be  touched  also ;  the  I 
child  turned  them  about  in  all  directions,  until  he  hadf 
perfectly  caught  their  form  and  observed  their  qualities. 
Pestalozzi  went  still  further  ;  he  obliged  the  child  to  weighy  j 
measure,  and  analyze  the  material  things  which  he  had  takeal 
into  his  bands,  and  at  the  same  time  he  drilled  the  pupii  ioM 
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namiug,  iu  designating  by  the  proper  woid,  tlie  qualities,  J 
the  relations,  the  dimensions  which  his  eight  ur  his  hand  | 
Lad  distinguished  in  the  objects.  "See  and  name,"  was  I 
the  principle  of  his  elementary  method  of  iustriictiou.  1 

It  is  in  the  same  spirit  that  Froebel  auccessively  developed  1 
l.iefore  the  eyes  of  the  child  the  marvels  of  the  six  gifts ;  that  I 
he  first  exhibited  to  the  sight  concrete  objects,  such  as  bolls  I 
of  colored  wool  and  geometrical  solids ;  and  that  he  taught  ] 
him  to  distinguish  their  contents,  form,  and  material,  "in  ] 
such  a  way."  says  Greard,  "as  to  accustom  him  lo  see, —  ] 
Uiat  is,  to  seize  the  appearance,  form,  resemblances,  differ- 
ences, and  relations  of  things." 

71.  The  Speciax  Eddcation  of  each  Sense.  — Madame 
flecker  de  Saussure  is  not  wholly  right  when  she  requires 
that  the  child  shall  carry  forward  the  training  of  the  five 
ecuees  simultaneously.      la  fact,  some  of  the  senses  are 

precocious,  and  others  more  tardy,  in  their  develop- 
ment; and,  besides,  the  senses  are  of  unequal  importance, 

not  rendering  the  same  services,  do  not  deserve  the 
same  attention.  Finally,  each  of  them  has  its  own  condi- 
tions and  its  own  laws.  Hence  the  educator  needs  to  study 
Uiem  one  after  another  and  to  cultivate  them  separately, 
without,  however,  losing  sight  of  their  mutual  relations. 

72.  SuELL  AJJD  Taste.  —  Smell  is  perhaps  the  one  of  all  j 
the  senses  that  is  developed  latest.     Rousseau  ie  right  in  ] 
claiming  tiiat  children  remain  for  a  long  time  insensible  to  ' 
good  and  bad  odors.     Moreover,  we  can  scarcely  understand 
why  smell  is  culled  "the  sense  of  the  imagination,"  on  the 
pretext  that  odors   and    perfumes  often  recall 
which  have  long  been  slumbering. 

Taste,  on  the  contrary,  just  because  it  responds  to  the  ] 
leotia]  need   of   infant  life,  alimentation, — taste  is  very  I 
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early  developed.  SeDsatioos  of  taste  would  he  the  fii-st, 
were  they  not  preceded  by  vague  tactile  aeusationa.  The 
infaut  at  onoe  recognizes  the  sweetish  taste  of  milk.  If 
he  is  o&ei'ed  water,  or  millf  but  slightly  sweetened,  he 
rejects  it.  He  refers  everything  to  the  sense  of  taste,  and 
carries  all  objects  to  hie  mouth. 

Smell  and  taste  are  both  iDferior  sensea  which  have 
scarcely  any  connection  with  the  intellectnal  hfe.  They 
furnish  ns  sensations  rather  than  perceptions.  They  are  the 
agents  of  the  physical  life  and  of  the  digestive  functions. 
They  put  ua  on  guard  against  certain  dangers.  They  in- 
sti'uct  us  concerning  aliments  and  liquors.  They  are  the 
sources  of  pleasures  and  pains,  rather  than  of  knowledges 
and  ideas.  By  theu'  tendency  towai'ds  excesses,  by  their 
unhealthy  stimulus,  they  may  contribute  towards  developing 
and  nourishing  evil  appetites,  such  as  gluttony  and  drunk- 
enness ;  but  the  pai-t  they  play  in  the  life  of  the  spirit  is 
mediocre,  if  not  wholly  null. 

They  fall,  then,  chiefly  under  the  cc^nizance  of  moral 
education,  which  must  ludertake  to  restrain  them,  to  mod- 
erate their  excesses,  and  to  repress  their  caprices,  their 
daintiness,  their  excessive  aud  violent  preferences. 

"  Let  the  diet  of  the  child,"  says  Rousseau,  "  be  plain  and  simple ; 
let  his  palate  be  made  familiar  only  with  moderate  aavor.s,  and 
let  him  contract  no  exclusive  taste."  "  The  abuse  of  odors  and 
perfunies,"  says  Bernard  P^rez,  "enervates  the  body  and  enfeebles 
the  will.  I  would  not  have  a  bouquet  in  the  infant's  chamber, 
or  perfumes  in  his  baths,  on  his  hair,  or  upon  hia  garments. 
However,  I  would  have  him  very  sensitive  to  the  sweet  odors  of  , 
flowers."  ' 

Taste  and  smell  may,  however,  render  some  services  to  I 
the  intelligence.      The  chemist  recognizes  a  body  by  i 
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characteristic  odor ;  he  distinguishes  substances  as  sapid 
and  insipid.  The  taster  recognizes  the  vintage  and  the  age 
of  wines  simply  from  the  impression  which  they  produce 
on  his  palate.  There  is,  then,  some  interest,  from  the  intel- 
lectual point  of  view,  in  training  even  the  senses  of  smell 
and  taste,  in  rendering  them  more  clever  in  discerning 
shades  of  sensible  impressions. 

73.  Education  of  the  Sense  op  Hearing.  —  The  per- 
ception^  of  hearing  have  a  wholly  different  importance. 
Hearing  makes  us  acquainted  with  sound  and  the  different 
qualities  of  sound,  —  acuteness,  gravity,  intensity,  volume, 
timbre.  In  this  way  hearing  brings  us  into  relation  with  a 
multitude  of  objects.  But  what  is  especially  to  be  noted  is 
that  hearing  is  particularly  the  social  dense,  since  by  means 
of  it  we  hear  the  voice  of  our  fellows  and  know  their 
thoughts.  Hearing  is  also  an  artistic  sense,  since  it  makes 
possible  music,  the  most  popular,  the  most  insinuating  of 
all  the  arts. 

The  hearing  is  often  defective.  "  The  number  of  children 
who  have  imperfect  hearing  is  much  greater  than  is  com- 
monly supposed."  ^ 

In  many  cases  the  only  cause  of  this  weakness  is  the 
uncleanliness  of  the  ears,  and  can  easily  be  corrected ;  but 
in  other  cases  there  is  a  natural  and  organic  infirmity,  —  the 
child  confounds  certain  syllables  and  certain  words  with 
words  and  syllables  of  similar  assonance.  With  pupils  thus 
poorly  endowed  the  teacher  ought  to  be  particularly  indul- 
gent. He  ought  to  bring  them  as  near  to  himself  as  possible 
in  the  class-room,  and  should  oblige  himself  and  all  their 
companions  always  to  speak  very  distinctly. 

The  natural  education  of  the  hearing  is  relatively  rapid. 


1  See  the  Bapport  of  Jacoulet,  already  mentioned. 
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The  infant  hears  from  the  first  day  of  its  life.  "  On  the 
thirty-sixth  day,"  says  M.  Cuignet,  "  the  child  that  I  am 
observing  as  yet  recognizes  no  one  with  his  eyes,  no  matter 
who  takes  him  or  who  walks  with  him ;  but  he  recognizes 
his  mother  by  her  voice."  ^  The  slightest  sound  makes  the 
babe  tremble  in  its  cradle. 

But  what  is  slower  and  more  delicate  is  the  musical  edu- 
cation of  the  hearing.  At  first  all  noises  please  the  child. 
He  loves  noise  for  the  sake  of  noise.  In  the  matter  of 
music  he  is  no  harder  to  please  than  animals,  ap.es,  and 
bees.  It  seems  that  his  acoustic  sense  finds  pleasure  simply 
in  being  excited,  in  whatever  way  it  may  be.  The  more 
he  is  stunned,  and  the  more  he  stuns  others,  the  happier  he 
seems.  The  culture  of  the  musical  sense  is  then  a  necessity, 
particularly  to-day  when  singing  has  become  a  part  of  edu- 
cation, and  because  inaptitude  in  singing  is  the  result  of  a 
defective  culture  of  the  hearing. 

In  general,  in  the  education  of  the  hearing,  we  should  be 
guided  by  the  following  rules :  — 

"  For  the  hearing,  as  for  all  the  other  senses,  moderation  is 
indispensable  if  we  would  preserve  its  integrity  and  its  sensibil- 
ity. We  become  accustomed  to  noise,  it  is  true;  but  its  efEect 
is  none  the  less  pernicious.  On  the  other  hand,  the  complete  ab- 
sence of  noise  gives  to  the  hearing  an  unhealthy  sensibility,  like 
that  contracted  by  the  sight  of  persons  who  have  long  been  de- 
prived of  light."  2 

74.  Education  op  the  Touch. — The  general  sensations 
of  touch  are  very  early  developed,  because  the  entire  body  is 
its  organ.  At  a  very  early  period  the  infant  shows  that  it  is 
sensible  to  hard  and  rough  contacts,  to  slight  pressures,  and 
that  it  suffers  from  them.     A  sensation  of  contact  which 

^  M.  Cuignet,  Annales  d'oculistlque,  Tome  LXVI.,  p.  117. 
2  Dr.  Saffray,  Dlctionnaire  de  p^dagogie,  art  Oule. 
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would  be  indifferent  to  an  adult  makes  it  scowl  or  cry,  and 
the  touch  of  a  warm  and  caressing  hand  causes  it  a  very 
lively  pleasure. 

But  we  must  distinguish  the  primitive  sensation,  wholly 
passive,  of  touch  in  general,  from  the  active  sensation 
whose  essential  organ  is  the  hand.  The  infant  first  feels 
with  the  lips.  As  to  the  hand,  it  learns  rather  slowly  to 
make  use  of  it.  For  many  months  it  notices  objects  without 
making  an  attempt  to  grasp  them. 

"It  is  easy,"  says  Madame  de  Saussure,  "to  observe  the 
gropings  of  experience  in  the  manner  in  which  the  infant  learns 
to  make  use  of  touch.  This  sense  is  slow  in  obeying  the  orders 
of  the  will.  It  is  obliged,  in  some  sort,  to  receive  the  stimulus 
of  the  sense  of  sight,  whose  education  it  in  turn  perfects." 

75.  The  Child's  Power  op  Sight. — At  the  age  of 
three  or  four  years  the  child  already  astonishes  us  by  the 
admirable  precision  of  his  sight,  by  the  ease  and  deftness  of 
his  vision.  It  seems  that  he  has  looked  at  nothing,  and  yet 
he  has  seen  everything. 

The  mature  man,  and  even  the  young  man,  preoccupied 
with  thought  or  with  inner  emotion,  often  looks  only  with 
distraction  upon  things  without;  but  the  child,  free  fi*om 
after-thoughts,  eager  and  curious,  in  the  freshness  and 
power  of  his  nascent  faculties  lets  nothing  escape  him  of  all 
that  is  presented  by  the  shifting  ^enes  of  reality  ;  we  might 
say  that  his  whole  soul  is  in  his  eyes.  A  clever  observer  of 
children,  M.  Legouv6,  has  called  attention  to  this  in  a 
humorous  vein:  — 

"The  child  is  all  eyes.  He  has  an  incomparable  power  of 
vision.  Compared  with  him,  we  are  blind.  Take  your  son  with 
you  into  a  chamber,  a  workshop,  or  a  palace,  and  on  coming 
out  interrogate  him.  You  will  be  amazed  at  all  he  has  seen. 
At  a  single  glance  he  has  made  an  inventory  of  the  furniture, 
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conld  iiot  have  doue  this    so  quickly. 

appraisers." ' 


76.  Natobal  Development  op  the  Sense  of  Shjht.  — 
But  the  child  does  not  acquire  this  murvelloua  perspicacity  of 
viaioii  all  at  once.  Tlie  aeuae  of  sight  does  uot  escape  lie 
law  of  natural  education  and  of  progressive  development 
which  presides  over  the  oi^anization  of  all  the  faculties. 
The  Bye  learns  to  see,  just  aa  the  tongue  learns  to  apeak  and 
the  legs  to  walk. 

It  would  doubtless  be  an  exaggeration  to  say  that  t 
infant  at  the  moment  of  birth  is  but  a  little  blind  creature  ^ 
but  the  ti'Uth  is  that  if  he  sees  enough  at  the  first  to  be  hurt" 
by  the  light,  he  does  not  see  enough  to  distinguish  objects. 

During  the  first  days  of  his  life  the  child  is  afraid  of  the 
light.  He  is  attacked  by  a  sort  of  natural  photophobia'  whi^ 
is  e^cplained  by  the  delicacy  and  imperfection  of  his  visui 
organs,  and  is  analt^ons  to  the  cases  of  morbid  photopbold 
caused  by  inflammation  of  the  eye  or  other  diseases.  Bring  a  " 
candle  near  a  new-born  child,  and  it  will  close  its  eyes,  or  at 
least  will  squint  badly.  Tlie  eye  will  conceal  itseK,  so  to 
speak,  and  will  shut  itself  up  in  the  obscure  corner  of  the 
orbit  in  order  to  escape  the  light.  But  after  a  little  time  all 
is  changed ;  the  infant  manifests  a  marked  taste,  a  sort  of 
appetite,  for  the  light.  It  .will  sometimes  suffice,  to  cure  his 
crying,  to  place  a  candle  near  his  cradle.  Let  it  be  noted, 
however,  that  for  the  babe  a  few  weeks  old  the  light  ought 
not  to  be  too  intense.  That  it  may  be  endurable,  it  shoul<] 
l)e  soft  and  should  not  dazzle. 

But  for  some  time  the  child  enjoys  the  light,  rather  t 
perceives  it ;  he  does  not  know  immediately  how  to  determU 

'  No»  Fates  et  wis  Fih.  p.  171. 
*  That  U,  "  fear  of  ligbL" 
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objects.     When  he  is  finally  in  a  state  to  determine  them,   I 

the  first  stage  of  progress  will  be  his  ability  to  follow  them  I 
with  bis  sigiit  by  a  nwTement  of  the  bull  of  the  eye.  A  I 
second  stage  of  progress  is  his  ability  to  turn  his  head,  and  \ 
ao  to  prolong  his  attention. 

But  when  he  has  gone  80  far,  the  child  is  not  yet  in  full 
[Kjasession  of  the  faculty  of  sight.     Adiilt  vision  has  a  cer- 
tain sweep  in  breadth ;  that  is,  it  embraces  a,  certain  field  of 
vision  to  the  right  and  left     Besides,  it  has  a  certain  range 
Q  depth ;  it  grasps  objects  placed  before  it  at  a  greater  or 
I  lees  distance.     Now,  it  is  easy  to  prove  that  if  we  observe   . 
I  little  children  their  vision  has  not  at  once  its  normal  width 
I  and    depth.      Little   children  qniekly  lose  from  view  the  j 
I  objects  placed  before  them;  and,  on  the  other  hand,  if  we  1 
suddenly  change  to  the  right  or  left  the  object  which  they  I 
f  we  observing,  that  object  escapes  tbcir  notice.  I 

In  other  terms,  their  field  of  vision  is  still  very  limited,    I 
I  both  in  depth  and  ia  breadth.     Nature,  in  this  ease  as  In  all  j 
\  others,  pivaceeds  with  perfect  art,   by  little  increments   of   I 
I  pri^ees,  by  insensible  developments ;   she  grants   to  the 
[  babe  only  limited  perceptions  in  harmony  with  its  condition ; 
she  does  not  unfold  to  it,  all  at  once,  the  spectacle  of  the 
visible  universe  ;  she  discloses  this  to  him  little  by  little,  with  i 
caution  and  discretion ;  she  does  not  create  the  senses  and  I 
the  faculties  at  a  single  stroke,  but  organizes  them  littie  by  ] 
^H    little. 

^^H  77.  Importance  op  the  Perceptions  of  Sight. — The  I 
^^H  perceptions  of  sight  ai'e  still  more  rich,  still  more  important,  I 
^^H  than  Chose  of  hearing  and  touch.  Sight  is  particularly  the  J 
^^^B  scientific  sense ;  it  is  this  which  reveals  to  us  tlie  color,  1 
^^B  form,  and  size  of  objects.  What  more  admirable  than  this 
^^H  "touch  at  a  distance,"  which  permits  us  to  grasp  the  con- 
^^H  tour  of  the  things  in  the  midst  of  which  we  live,  aud  which 
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makes  it  possible  for  us  to  penetrate  even  the  immensity  of 
the  starry  heavens  ?  While  we  may  discuss  at  great  length 
the  comparative  misfortunes  of  blindness  and  deafness,  it 
seems  undeniable  that  the  blind  man  is  still  more  unfortunate 
than  the  one  who  is  deaf,  for  he  is  deprived  of  the  sight  of 
the  innumerable  beauties  of  the  universe ;  though  the  deaf 
man  is  the  more  sad,  because  less  isolated  than  the  blind 
man,  he  is  the  more  conscious  of  his  misfortune,  feels  more 
keenly  what  he  has  lost. 

Let  us  not  forget  that  sight,  like  hearing,  is  an  aesthetic 
sense,  without  which  we  could  enjoy  neither  painting,  sculp- 
ture, nor  architecture.  There  are  beautiful  colors  and  beau- 
tiful forms,  as  there  are  beautiful  sounds ;  but  there  are 
neither  beautiful  odors  nor  beautiful  flavors.  In  a  word, 
beauty  seems  to  be  connected  only  with  the  senses  of  sight 
and  hearing. 

78.  Education  OF  THE  Sight. — A  complete  pedagogical 
study  of  the  sense  of  sight  would  comprise  a  considerable 
number  of  precepts,  some  relating  to  what  might  be  called 
the  education  of  the  sight,  and  others  more  directly  con- 
nected with  its  instruction. 

The  education  of  the  ^ight  consists  in  whatever  gives 
deftness  and  power  to  the  faculty  of  seeing.  To  this  end 
the  first  thing  to  be  done  is  to  treat  it  carefully. 

"  For  the  first  months,"  says  M.  P^rez,  **  the  chief  care  should 
be  to  protect  the  sight  of  the  child,  to  surround  with  safeguards 
that  weak  and  delicate  sense,  to  shield  the  eye  from  impressions 
that  are  too  intense,  from  glaring  light  and  colors,  and  to  sur- 
round the  child  and  bring  him  into  relations  with  objects  which, 
so  far  as  possible,  have  a  color  that  is  soothing.  .  .  .  Neither 
upon  the  child  nor  about  him  should  there  be  anything  that  is 
gaudy." 

And  it  is  no  less  necessary  to  protect  the  sight  from  all 
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the  circDm stances  and  all  the  habits  whi<?h  might  injure  it,  • 
in  order  to  preserve  that  power  of  adaptation  and  of  accom- 
modation .which  permits  the  eye  to  see  distinctly  objects 
placed  at  very  different  distances.  On  this  point  heed 
should  be  paid  to  all  the  hygienic  recommeodatious  relative 
to  the  faults  in  the  lighting  of  school-rooms,  to  the  vicious 
arrangement  of  seats  and  desks,  to  methods  of  writing  ia- 
compatible  with  the  proper  position  of  the  one  who  writes, 
to  the  premature  teaching  of  writing,  and  to  the  use  of 
books  too  finely  printed.  "The  sight  is  wantonly  abused," 
says  M.  Fonasagrives.'  M.  Hermann  Kohn  shows  that 
myopia  is  five  times  more  frequent  with  the  children  in 
towns  than  with  those  in  the  country,  because  the  sight  of 
the  first,  restricted  to  small  rooms,  cannot  acquire  the  habit 
of  extending  itself  to  u  distance. 

The  Commission  on  School  Hygiene,  appointed  by  decree 
of  January  24,  1882,  whose  reports  were  published  in  1884, 
concludes  that  myopia  in  children  should  be  regarded  as  the 
consequence  of  a  bad  posture.'  "How  many  cases  of  ac- 
quired myopia  there  are,"  says  Madame  Pape-Carpantier, 
"and  of  so-called  color-blindness,  which  are  merely  the  re- 
sult of  a  confirmed  habit  of  improper  seeing  in  the  early 
years  of  life,  and  of  tlie  absence  of  all  examination  with 
respect  to  colors!  For' one  real  organic  defect,  there  are 
perhaps  ten  that  might  have  been  avoided  by  the  normal  use 
of  the  sense  that  is  to-day  perverted." 

79.   Instrcction  of  the  Sight. — What  we  call  instruc*! 
tion  of  the  sight  has  reference  to  everything  which  it  c 
be  habituated  to  discern  in  order  to  fulfil  its  office, — first  j 

'  L'<^ucation  physique  des  gar^ong,  p.  183.  We  shall  r 
these  qaeetiocs  of  tlie  hygieue  of  visioa  m  our  remarks 
teaching  of  reading  and  writing. 

*  See  the  Ka/tpurts  just  referred  W. 
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colors,  then  forniB,  and  finally  diataDces.  ConteBoporary 
educatoi-8  attach  a  great  importance,  perhaps  an  exaggerated 
importance,  to  scliool  discipline  in  the  distinction  of  colors ; 
but  what  is  certainly  useful  is  the  rapid  and  accurate  per- 
oeptioD  of  the  form  and  the  position  of  objects ;  that  is, 
accuracy  of  sight. 

Ill  Older  to  acquire  this  endowment,  the  child  ought  to  be 
habituated  to  notice  a  great  number  of  objects,  and  to  notice 
them  in  different  situations.  A  graduated  seriea  of  little 
playe,  of  little  experiments,  of  excursions  directed  by  the 
teacher,  where  the  pupil's  attention  shall  be  called  to  distant 
objects  which  are  to  be  reached  by  gradual  approaches  ;  an 
incessant  correction  of  the  sense  of  sight  by  the  sense  of 
touch ;  the  objects  which  were  first  presented  to  the  sight 
being  finally  placed  within  the  hands  of  the  child,  bo  that  he 
Hkay  feel  and  measure  them  and  compare  appearances  with 
reality,  the  illusions  of  sight  with  the  realities  of  touch, — 
these  are  some  of  the  precautious  recommended  by  ezpe- 


80.  The  Eeplectite  Exercise  or  thk  Senses. — The 
essential  psychological  condition  for  the  normal  development 
of  perception  is  attentiou.  It  is  one  thing  to  see,  to  hear, 
to  touch,  and  another  t«  obsei-ve,  to  listen,  to  feel. 

Care  will  then  be  taken  that  the  child  does  not  use  bis 
senses  in  a  heedless  manner.     For  this  purpose  it  ia  best  not  ' 
to  present  to  him  too  many  objects  at  one  time,  or  at  least 
not  to  bring  before  his  vision  too  rapidly  too  great  a  succes- 
sion and  variety  of  objects.     His  mind  must  be  fixed  on  i 
small  number  of  things,  and  he  must  be  made  to  examine   \ 
them    under   all    their   aspects ;    in  a  word,   his  faculty  of    , 
observation  must  be  called  into  play. 

81.     Pedagogicai,  Instrl-ments,  —  No  one    has  better 


I 


■  THE   EDUCATION  OF  THE   SENSES.  89 

Benforced  the  worth  of  the  edacation  of  the  senseB  than  j 
BSladaiDe  Pape-Carpantier  : '  — 

I  "It  13,"  Bhe  says,  " the  most  valuable  and  the  most  attractive  i 
Mai  all  t^e  teacher's  duties,  and  some  day  it  will  have  a  place  in  J 
Bihe  official  programines."  1 

P     And  in  her  enthusiaam  she  goes  so  far  aa  to  dream  of  the 
invention  of  artificial  inetrauients  which  would  be  for  the  edu-  j 
cation  of  the  senses  what  books  are  for  the  culture  of  the   J 
mind.     For  setting  an  example  she  proposes  certain  pieces   I 
of  apparatus  designed  to  aid  pupils  in  theu-  sensible  percep-    I 
tions,  as  the  movable  color-bearer  or  spectral  top,  the  poly- 
phone,  etc. 
I      For  ourselves,  we  have  little  confidence  in  the  utility  of 

■  tlieBe  instmments  and  machines.  On  the  pretext  of  serving 
m  nature  we  must  not  supplant  her  and  substitute  oiiTselves  for 
J'her.     The  real  instrument  for  the  development  of  the  senses 

■  is  attentive  exercise,  observation. 

K      82.    pEKCEPTiON  AND  Observation.  —  ObseiTation  might 
I  be  defined  as  methodical  perception,  that  prolonged  percep- 
Ition  which  the  attention  directs  towards  a  determined  object. 
I:6eetng  (voir)   is   instinctive  and  natural   vision ;   marking 
BVith  the  sight  {regarder)  is  attentive  and  reflective  vision ; 
I'Dbserving  is  regulated  and  consecutive  vision. 
H      "A  useful  book  was  written  with  the  title,  'How  to  Observe.'  \ 
■These  three  words  might  serve  as  a  motto  to  guide  ns  in  the 
Hiuost  important  part  of  our  early  edacation,  —  a  part,  unfor-    ' 
Biiunateiy,  only  too  much  neglected.     All  the  natural  sciences  are    j 
B^rticularly  vahiable,  not  only  as  supplying  the  mind  with  the 
Hnost  rich,  various,  and  beautiful  furniture,  but  as  teaching  peo- 
■pie  that  most  uaeful  of  all  arte,  how  to   use  their  eyes.     It  is   ] 
Hsstonishing  how  mach  we  all  go  about  with  our  eyes  open,  and  ' 
Byet  seeing  nothing.     This  is  because  the  organ  of  vision,  like 
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other  organs,  requires  training;  and  liy  lack  of  training  and  tha  J 
slavish  depeodence  on  books  beoomea  dull  and  slow,  and  iilti-  ] 
mately  incapable  of  exercising  its  natural  function.    Let  those  I 
studies,  therefore,  both  in  school    and    college,  be    regarded   as    , 
primary,  tliat  t«ach  young  peraous  to  know  what  they  are  see- 
ing, and  to  see  what  they  would  otherwise  fail  to  see.    Among 
the  most  useful  are  Botany,  Zoology,  Mineralogy,  Geology,  Chem- 
istry, Architecture,  Drawing,  and  the   Fine  Arts.     How  many  a 
Highland  eicuraion   and   Continental   tour   have   been   rendered 
>  comparatively  useleaa  to  young  persons  well   drilled  in    their 
books,  merely  from  want  of  a  little  elementary  knowledge  in 
these  sciences  of  observation  I "  •  I 

Doubtless  the  sciences  of  obserratioii,  as  their  name  indi-  I 
cfttes,  are  the  best  discipline  for  teaching  the  art  of  observa- 
tion ;  but  long  before  the  child  can  be  initiated  into  any 
science  whataoever,  it  is  already  possible,  with  respect  to 
everytliing  that  presents  itself  to  his  notice,  to  habituate 
him  to  observe,  and  to  cultivate  his  natural  curiosity. 

"The  child  ia  bom  with  the  desire  to  observe  and  to  know. 
The  interior  life  being  not  yet  awakened  in  1dm,  he  belon 
entirely  to  the  phenomena  of  the  exterior  world.    All  his  sens 
are  on  the  alert;  all   the  objects  that  his  sight  or  hb  hand  e 
counters  attract  him,  interest  him,  delight  him."* 

83 .  Observation  in  the  Child  . — Before  being  voluntary, 
the  observation  of  the  child  is,  so  to  speak,  unconscious. 
I  mean  that  he  observes  without  willing  it,  without  reflee-  ' 
tion,  stimulated  by  an  instinctiye  curiosity. 

"  It  is  not  through  caprice  that  the  cliild  is  ever  reaching  his 
hands  out  towards  the  objeota  which  are  beyond  his  grasp,  and 
weeps  when  his  desires  for  them  are  refused.  At  the  age  when 
he  needs  to  amass  a  fund  of  knowledge,  the  eyea  as  yet  scarcely 
sufBce  to  inform  him  of  the  angles  or  the  contours  of  these  ob- 

'  John  Stuart  Blackie.  On  Seif-Ciilture,  pp.  2,  3. 
"  M.  Gr^aid,  i^.  at,  p.  77. 
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jecta;  he  must  feel  them.  .  .  .    The  breaking  of  toys  is  due  to 
ame  ByBt«in  of  observation.    The  child  has  a  thirst  to  know 
b;   means  of   what   mysterious    springs   the  eyelids   of  a  doll 
close   the  eyes,  how   the  sheep  bleats,   how  the   horse  i 
This  is  why,  from  the  dawn  of  humanity,  the  child  has  alwaya  J 
'   broken  hia  toys."' 

But  this  natural  curiosity,  which  ie  exercised  upon  every- J 
I  tiling,  may  be  deliberately  managetl  by  a  skilful  teacher,  J 
\  aud  directed   to  objects  which  ho  deems  tlie  most  useful  I 

to  be  known ;  ao  that,  while  exercising  his  powers  of  per- 
I  ception  and  observatiou,  the  child  acquires  a  stock  of  aeces- 

siu-y  knowledge. 

.   Mr.  Spencer's  Paradox.  —  With  the  habitual  temer- 
ity which  he  carries  into  hia  assei'tiona,  Mr.  Herbert  Spen- 
I  cer  declares  that  success  in  everything  depends  upon  the 
I  power  of  observation ;   and  he  invokes  the   testimony  ol 
I  the  naturalist,  the  physician,  the  engineer,  aud  the  scien- 
tist.    Let  this  be  gi'anted  ;  but  in  pursuing  his  line  of  ar- 
gument  he   does   not  stop  till  he   falls   into  ambiguitiei 
"The   philosopher,"   he   says,    "observes   the    relations  ol 
things."     It   is   only    through   the   effort   of   reflection  and 
reason  that  the  phUosopher  can  seize   the  relations  of  ob- 
jects and  the  laws  of  nature;  and  to  confound  these  acts 
with  observation  is  to  play  upon  words. 

Observation  is  donbtless  the  starting-point  in  a  great 
number  of  scientific  discoveries,  but  on  the  condition  that 
it  is  made  fruitful  through  reflection.  It  is  from  within, 
not  less  than  from  without,  that  the  formation  of  mind 
must  take  place. 

85.    Dangers  fkom  an  Abcse  of  Sense-Training.  — The 

1  Caiai^pflmu'j-,  Lea  EnfanU,  v<  '2'£1- 
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I  unportaDtie  of  the  education  of  the  senses  must  not  make  us 
blind  to  tlie  dangers  which  the  mind  would  incur  from  an 
[  exclosive  culture  of  sense-perception, 

"The  sight  of  scientific  phenomena,"  says  M.  Gr^ard,  "amugea 
children.  They  would  ivillingly  sacrifice  everything  else  to  it,  — 
arithiuetic,  history,  graniinar.     This  is  a  clear  proof  of  the  val- 

Iuable  aid  which  caji  be  derived  from  these  demonstrations  in 
giving  ezpansioD  to  their  opening  faculties.  Perhaps  we  may 
also  see  in  this  a  warning.  U  it  is  undoubtedly  useful  that 
children  shouM  find  pleasure  in  ezamiuing  the  forma  and  ex- 
terior arrangements  of  objects,  in  following  the  decompositior 
and  the  recomposition  of  a  body,  and  in  observing  in  its  natnral 
manifestation,  or  its  pictorial  representation,  the  play  of  some 
great  law;  it  must  be  confessed  that,  after  a  little  time,  when 
iheir  senses  have  been  corrected,  sharpened,  amused,  and  trained, 
"this  kind  of  study  is  for  them  less  a  labor  than  a  distraction ; 
it  occupies  them  rather  than  gives  them  exercise.  We  have 
banished  ennui '  from  our  primary  schools.  Let  us  consider  ! 
whether  we  have  not  gone  a  little  too  far  in  dismissing  effort 
from  them." 

it  UH  not  foi^et  that  the  mind  ought  to  be  sometliing 
else  than  tbe  faithful  mirror  of  exterior  reality- 


(6.    CONSEQOENCES      OF    A    ProPEK      EdDCATION     OF     THE 

I'Sesses.  —  It  must  not  be  inferred  that  in  devoting  itacif  to 
r  the  education  of  the  senaea  education  has  in  view  only  the 
formation  of  an  animal  of  penetrating  sight  and  acute 
hearing,  simply  eaptible,  like  Emile  at  the  age  of  twelve, 
of  judging  of  distances,  of  handling  objects, — in  a  word,  of 
recognizing  himself  in  the  midst  of  the  obstacles  of  the 
material  world.  No ;  the  education  of  the  senses  is  the 
necessary  preface  to  the  educatioQ  of  the  mind.  Confusion 
too  often  glides  into  the  intelligence  under  cover  of  incom- 
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plete  and  defective  perceptions.  On  the  contrary,  clear  and 
distinct  perceptions  are  solid  supports  for  the  higher  facul- 
ties of  the  intelligence ;  and  the  clearness  of  sense-intuitions, 
which  are  the  elements  and  the  materials  of  all  the  ultimate 
constructions  of  the  intelligence,  illuminates  the  mind  as  a 
whole.  Without  an  exact  and  precise  knowledge  of  the 
visible  and  tangible  properties  of  objects,  our  conceptions 
would  run  the  risk  of  being  false,  our  deductions  defective, 
our  whole  mental  effort  sterile.  The  culture  of  the  senses  is 
not,  then,  as  Madame  Pape-Carpantier  has  justly  observed, 
"a  useless  pastime,  a  sort  of  interlude  in  serious  lessons;" 
but  it  is  a  serious  lesson  in  itself,  the  success  of  which  in- 
terests aU  the  faculties  of  the  mind. 


CHAPTER    V. 

CULTURE  OF  THE  ATTENTION. 

87.  Inner  Sense  or  Consciousness. — We  call  inner 
sense  or  consciousness  the  knowledge  which  the  mind  takes 
of  itself  and  of  whatever  takes  place  within  itself.  Con- 
sciousness, like  an  inward  light,  illumines  and  accompanies 
aU  psychological  states,  all  mental  acts.  It  is  thus  less  a 
distinct  faculty  than  a  quality  common  to  all  the  faculties 
of  the  mind,  whose  characteristic  is  inability  to  act  with- 
out  knowing  that  it  acts.  In  the  last  analysis  it  is  nothing 
else  than  the  intelligence  knowing  itself  and  knowing  all 
that  takes  place  in  the  exercise  of  the  different  mental 
faculties. 

88.  Different  Degrees  op  Consciousness. — In  the 
child  the  intelligence  or  consciousness  does  not  attain 
its  fuU  clearness  at  a  single  stroke.  It  passes  tlurough 
different  stages.  Obscure  and  confused  in  the  mere 
infant,  it  informs  him  vaguely  of  whatever  takes  place 
within  him.  Little  by  little  it  becomes  more  clear  and 
more  distinct;  it  connects  with  the  me  the  phenomena 
that  take  place  within.  Finally,  it  acquires  its  full  power 
when,  governed  by  the  will,  it  manifests  itself  under  its 
reflective  form. 

It  then  takes  the  name  of  reflection  when  it  applies  itself 
to  the  mind  itself,  and  the  name  attention  when  it  is  directed 
to  what  is  outside  of  us.     "  The  term  reflection,"  says  M. 
94 
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Janet,  "expresses  the  roturn  of  the  miiid  upon  itself  and  I 
upon  its  tbuuglit;  it  is  inward  attention."*    And  so  atten- 
tion is  ontwat'd  reflection. 


I      89.   Education  of  the  CoKscioxiaNEsa. — The  education 

I  of  the  conseiousnesa  ia  involved  in  the  education  of  all  the  I 

faculties.     The  more  we  develop  the  different  powers  of  the 

BOul,  the  more  we  assiire  the  clearness  and  the  eti'ength  of 

the   perceptions    of   conacionsnesa.^     Under   its  firet  form, 

consciousness  almost  wholly  escapee  the  action  of  educa- 

I  tion.     It  is  of  itseU  and  through  the  natnral  increment  of 

I  its  powers  that  the  sou!  clarifies  itself,  so  to  speak,  and 

■  comes  to  render  to  itself  an  account  of  ita  acts.     The  edu- 

PtCator  need   not  interfere    to  hasten  this  natural   progress, 

(which  is  due  to  growth  and  to  age. 

And,  once  developed,  the  consciousness  does  not   even  ' 

Fthen  permit  a  special  culture.     Ita  power  is  always  measured 

•  by  the  degree  of  force  which  the  different  faculties  attain. 

However,  in  that  which  concerns  that  part  of  the  coo- 

eciousnesB  whose  immediate  object  is  the  me,  and  which  is 

the  basis  of  the  feeling  of  personality,  education  has  a  part 

to  play  in  fortifying  psychological  reflection  and  in  assuring 

to  the  human  personality  the  complete  possession  of  itself. 

But,  considered  in  general,  consciousness,  as  we  have  said, 

is  confounded  with  the  intelligence,  and  the  first  care  of 

the  teacher  should  be  to  assure  the  progreas  of  the  intel- 

1  M.  Janet.  Cmira  de  Mornlt.    Paris,  1981,  p,  65, 

*  In  the  early  development  of  the  spiril  me  know  tJie  part  played 

b)y  what  conWmporary  philoeophers  call  nnconscious  inipreBaions,  or 

f  Iriiat  Ijeibnitz  has  called  unobgerved  perceptions.     Care  Bhould  then 

e  taken  thai  the  child's  Buiroundinga  be  wholesome  and  pure,  and 

'  HiBt  nothing  evil  glide  unnoticed,  bo  to  speak,  into  his  soul.    Even 

before  the  awakening  of  conaciouaness,  tiiere  ia  a  uegaiive  educsr 

tion  which  consists  in  shielding  the  child  from  all  aawluikacHii&  Vi^ 
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ligence  by  eubjectiDg  it  to  the  direction  of  the  will, 
other  terms,  by  rendering  it  attentive. 


90.  Attention  ANi»  Education.  —  "The  important  point,    , 
said  Condillac,  "is  to  make  the  cliild  comprehend  wha( 

attention  ia."     No ;  the  important  point  ie  to  teach  bini  1 
be  attentive,  and  the  way  to  succeed  in  tliis  is,  not  to  espla 
to  him  the  theoreticat  conditions  of  attention,  but  it  i 
know  them  himself,  so  as  actually  to  place  the  pupil  in  thoa 
conditions  by  presenting  him  objects  which  are  within  the 
compass  of  his  ability,  and  which  will  escite  his  interestil 
Nothing  can  be  expected  of  those  languid  or  too  mobils 
spirits  whom  do  study  interests,  no  lesson  captivates, 
the  contrary,  everything  ia  to  be  hoped  for  from  an  attentive 
intelligence,  which  can  fix  itself  upon  the  subjects  which  it 
studies.     The   teacher  is  sure  of   success,  and   instruction 
really  begins  only  on  that  day  when  he  has  held  the  atteu-j 
tion  of  his  pupils  for  a  certain  number  of  minutes. 
has  to  do  only  with  inattentive  auditors,  he  renews  t 
of  Sisyphus  and  pouis  liis  knowledge  into  a  barrel  without  a 
bottom. 


91.   DEFrmTioN  of  Attention. — Perfect  attention,  i 
final  form,  is  the  characteristic  of  an  intelligence  that  i 
aelf-posa eased,   self-governed,    and   that   applies   itself 
whatever  it  will.     In  a  word,  it  is  the  liberty  of  the  apiritS 
The  attentive  intelligence  is  not  at  all  at  the  mercy  of  € 
ternal   impressions   or   of    the   capricious   and   involuuta 
suggestions  of  the  memory  and  the  imagination.     It  volaoj 
tarily  devotes  itself  to  the  objects  which  it  has  chosen;  I 
is  its  own  master. 

Attention  b  not  a  special  faculty ;  it  is  a  general  i 
of  all  our  intellectual  operntioua.     It  associates  itself  with 
all  of  them;  with  exterior  perception,  with  consciousness, 
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iVith  imaginiition,  with  reasoning,  and  aasurea  to  tbem  their 
maximum  of  power.  Everybody  knows  the  difference  be- 
tween seeing  and  noticing,  hearing  and  underatanding, 
touching  and  feeling.  Attentive  conaciousnesB  is  reflection, 
which  penetrates  with  a  profonnder  gaze  into  ttie  recesses 
of  the  inner  world  of  aentimeota  and  thougbts.  Progressive 
degrees  of  memory  are  directly  related  to  prc^ressive  degrees 
tlie  attention ;  and  the  reason  is  not  really  firm  and  strong, 
icept  when  it  is  reflective,  that  is  to  say,  attentive. 


92.  Genekax  Impoktance  of  Attention. — It  is  suEBcient 
to  have  defined  attention,  in  order  to  jndge  of  its  influence 
and  its  effects.     The  history  of  brilliant  seieutiflc  discoveries 

Iftnd  of  the  great  works  of  human  art  is  for  the  most  part  but 
ue  recital  of  the  effoits  of  liie  attention.  Newton  said  that 
pe  had  discovered  the  laws  of  universal  attraction,  "by 
klwB^s  thinking  on  the  subject."  Buffon  defined  genius  as 
i'  a  long  patience."  In  more  modest  degrees,  all  the  results 
of  tlie  toil  of  thinking  are  direct  proofs  of  the  importance  of 
attention. 

But  there  is  in  some  sort  a  counter-proof ;  the  infirmities 
of  the  mind  are  connected  with  weakness  of  the  attention. 
The  idiot  and  the  imbecile  are  incapable  of  fixing  their  mind 
upon  any  given  object.  The  monomaniac  ia  the  slave  of  a 
fixed  idea,  which  wholly  absorbs  him.  The  maniac,  on  the 
contrary,  in  a  single  instant  pursues  a  thousand  different 
thoughts,  powerless  to  fix  his  attention  upon  any  one  of 
them.  In  all  its  degrees,  madness  is  especially  an  in- 
capacity of  being  attentive,  of  controlling  one's  mind ;  the 
intelligeuce  is  no  longer  its  own  master, — as  we  say,  it 
is  alienated. 

Attention,  then,  is  the  characteristic  of  a  normal  state  of 
the  intelligence,  and,  so  to  speak,  the  health  of  the  spirit. 
So  we  need  not  be  ast^inished  that  certain  philoao^Ufti* — 
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Laromiguitre,  for  esample — Lave  considered  attention  asl 
the  basis  of  all  tbe  inteUectual  faculties. 

93.  Attention  ra  the  Child.  —  If  this  is  so,  if  attentioql 
is  the  perfect  form  of  the  intelligence,  the  consciona  act  Jiuffl 
exceUence,  that  which  implicates  the  pniticipatioQ  of  the  willfl 
and  the  entire  personality,  it  ia  evident  that  it  cannot  mani-T 
fest  itself  all  of  a  audden  in  the  child,  at  the  age  when  t 
faculties  are  in  a  state  of  development. 

The  child  ia  naturally  distracted,  and  distraction  is  the-l 
very  opposite  of  attention.  At  first  the  child  b  the  sport 
of  the  sensations,  which  come  in  succession  and  draw  him 
hither  and  thither.  A  Uttle  fnrther  advanced  in  E^e,  he  is 
at  every  moment  turned  aside  by  his  im^ination,  by  his 
recollections,  by  the  incoherent  ideas  which  spring  forth, 
we  do  not  know  how,  from  his  conaciousness.  His  intel- 
ligence is  almost  as  mobile  as  his  body.  It  is  dominated 
by  other  forces  ;  it  is,  so  to  speak,  in  tow  of  the  involuntary 
impressions  which  are  ever  coming  to  throw  themselves 
across  his  toil  and  his  studies.  To  call  it  back  and  fix  it  ii 
a  seriona  business. 

So  do  not  let  us  expect  or  demand  of  the  child  real,  abe 
Inte  attention.     We  might  as  well  command  immobility  < 
a  bird ;  and  yet  it  is  necessary  as  soon  as  possible  to  mab( 
the  child  attentive,  for  even  the  most  elementary  instmctioid 
requires  thia.     We  must  at  any  cost  secure  from  him  than 
effort  of  attention  which  is  ao  painful  to  bini,  which  Beem 
so  contrary  to  his  nature,  that  concentration,  as  the  Englis 
psychologists  say,  ao  little  consonant  with  the  natural  scad 
tering  of  his  ideas  and  with  the  volatile  mohilitj  of  ] 
imagination. 

At  first  the  problem  seems  insoluble,  and  if  it  ia  not  80 
it  is  because  tliere  are  certain  intermediate  degrees  which 
nature  has  provided  for,  between  the  state  of  ordinary  inat- 
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L  tention,  which  is  tlie  point  of  departure,  and  tlie  habit  of 
I'&ttentioii,  whioh  is  the  final  term  of  the  series. 


94.  Intermediate  States.  —  The  powers  of  the  mind  are 
not  on  the  start  what  they  will  one  day  be.  Sometimes 
eyeo  they  are  totally  different  in  their  early  stages  from 
what  they  will  become  later  on,  and  present  charai'teristit^a 
almost  opposite  to  those  which  they  will  manifest  in  their 
mature  and  final  form.  This  is  the  case  with  attention, 
which  may  be  defined  as  the  .voluntary  mode  of  the  intel- 
ligence, but  whieh  at  first  is  involuntary  and  irreflective. 
read  the  chapter  which  M.  Pt'rez,  an  ingenious 
.■observer  of  children,  has  devoted  to  the  early  develop- 
inents  of  the  attention,  and  lie  will  be  convinced  that  the 
attention  of  the  child  is  but  the  shadow  and  the  phan- 
tom of  real  attention.'  In  the  examples  which  M.  P4rez 
has  collected,  attention  is  now  confounded  with  an  impe- 
rious need,  lilie  that  of  the  babe  who  fixes  its  gaze  upon 
the  breast  of  its  nurse;  now  with  a  vivid  sensation,  like 
that  of  the  infant  a  month  old,  who  is  able  to  follow  for 
three  or  four  minutes  the  reflected  light  thrown  on  a  table 
placed  near  the  window ;  and  even  with  mobility  of  im- 
pressions, as  in  the  case  of  that  little  girl  of  three  months 
ipresented  to  us  as  "  attentive  to  everything  that 
as  going  on  about  her,  to  all  sorts  of  sounds,  to  the 
noise  of  footsteps  in  the  room."  In  these  different  circum- 
stances in  which  the  infant  gives  proof  of  attention,  "the 
observing  subject,"  M.  Perez  adiiiita,  "  seems  less  to  be- 
long to  himself  than  to    belong   to   the   object  observed." 

iw  this  is  exactly    the  opposite  of    attention.     Far  from   i 
ling  exclusively  a  sensation,  or  a  condescendence  of  the 

id  to  the   multiplied  impressions  of  the  senses,  atten- 

i  it  Pirez,  Lbs  trois  pranttres  annfa  de  Vei\fatit. 
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tion  oonsista  especially  in  dominatiug  the  sensations,  in 
order  to  follow  voluntarily  a.  thought  preferred  to  all  others. 
It  la  not  tlie  rebound  or  the  result  of  au  excitation  from  with- 
out, but  it  proceeds  from  an  inward  effort.  As  to  "that 
habit  of  attention,  prompt,  capriciously  distributed,  that 
is,  indifferently  accorded  to  everything,"  it  is  indeed  the 
very  characteristic  of  infancy,  but  it  is  the  very  negation  — 
of  attention  proper. 


1 

ft 
an^H 
has       I 


95.   The  Beginning  op  Attention,  — And  yet  it  i 
tliis  way,  and   in  this   way    alone,  that  attention   makes  & 
start.     There  is  no  other  means  of  cultivating  it,  in  early 
years,  than  to  habituate  the  chUd  to  those  vivid,  dominat- 
ing  impressions   which  hold   and  citptivate   tiis   mind, 
which  are  the  shadows  or  images  of  attention. 

When  he  haa  several  times  fixed  his  sight  on  bright  col'^ 
ors  and  brilliant  forms  which  fascinate  him,  when  he  has 
turned  his  ear  to  the  loud  voice  that  controls  him  and  the 
harmonious  sounds  that  charm  him,  he  may  be  gently  in- 
duced to  turn  his  thoughts  of  his  own  accord  to  these  ordi- 
nary objects  of  his  contemplation.  To  the  usual  excitation 
from  without  there  will  gradually  respond  a  voluntary 
movement  from  within.  To  involuntary  attention  there 
will  succeed  attention  resulting  from  his  free  will.  There 
is  no  other  secret  for  calling  the  mind  to  liberty  than  at 
first  to  imprison  it  in  continuous  and  peremptory  sensation! 
It  is  curious  to  see  how,  by  a  natural  evolution,  by  1 
mind's  native  power,  the  interior  energy  will  manifest  itsel£ 
how  the  will  by  degrees  will  insinuate  itself  into  the  1 
of  imposed  labor  and  of  thought  held  by  constraint  upc 
the  same  point. 


96.   Imposed  Attention. — There  is,  then,  no  other  t 
vice  to  give  the  educator,  for  this  early   culture  of  i 
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■'■ttentioD,  tlian  to  impose  ou  tbe  child  the  pi-olonged 
examinatioQ  of  a  given  object.  From  tliat  state  which 
simulates  attention  there  will  insensibly  issue  real  attention. 
The  best  plan  will  be  to  place  the  child  in  such  conditions 
tljat  nothing  will  excite  distractions.'  Put  a  child  who  is 
lejirning  to  read  in  a  garden  witli  his  primer,  and  tliere 
amid  tlie  sensations  which  eddy  about  him  it  will  be  al- 
most impossible  to  fix  his  mind.  He  will  be  continually 
interrupting  his  spelling  with  all  sorts  of  exclamations ; 
"There  goes  a  butterfly!  There  flies  a  bird!"  On  the 
other  hand,  place  the  same  child  in  a  room  scantily  fur- 
nished and  somewhat  gloomy,  where  the  solicitations  of 
sense  are  rare,  proceed  in  such  a  way  that  he  sees  only 
his  book,  and  you  will  And  that  he  will  repeat  his 
lesson  with  but  little  resistance,  Without  doubt  you 
have  not  to  do,  in  this  case,  with  a  mind  truly  attentive, 
a  voluntary  effort  to  follow  a  given  direction ; 
nt  you  have  before  you  only  a  passive  being,  whom  you 
irid  by  artificial  means,  subject  to  a  single  sensation, 
lat  of  the  syllable  which  you  are  causing  him  to  spell, 
who  will  escape  from  you  on  the  first  occasion,  to 
tome  tbe  slave  of  a  new  sensation.  But  in  that  species 
inbjection  in  which  he  is  held  by  a  single  impression 
to  the  escluaion  of  all  others,  the  mind  is  gradually  strength- 
ened. He  will  lose  the  habit  of  dissipation  and  mobility ; 
^^to  will  devote  himself  more  and  more,  and  with  an  ever- 
^^Ktwing  alacrity,  to  the  objects  of  study  which  yon  pro- 
^^Hse  to  him.  After  having  aUowed  himself  to  be  con- 
^^Rrained,  he  will  finally  consent  to  it;  he  will  give  his 
attention  until  at  last  he  will  of  his  own  accord  attach 
himself   to   the    objects   of   study   towards   which   hia   own 

^^^ftl  "  CAQSe  a.  calm  to  reign  around  the  infant,  sO  tbat  the  impres- 
^^Hns  he  receives  through  the  aenaea  may  be  distinct."  (Madame 
^^Bjto.^  SaDSsare,X  IL,  p.  126.) 
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choice  draws  him.  And  even  in  the  atteDtioii  of  tbfl 
mature  man  there  will  always  remain  something  of  the  inM 
voluntary  and  the  enforced,  the  irresistible  attraetion  of  fl 
favorite  thought,  of  a  study  of  predilection,  of  a  domfJ 
nant  taste.  I 

97.  Other  Characteristics  of  the  Child's  AtteuJ 
TiON. — When  the  child  has  grown  and  has  reached  thM 
school  age,  we  may  demand  of  him  some  degree  of  viA^ 
nntary  attention  and  count  on  some  effort  on  his  partfl 
but  how  many  expedients  we  must  still  employ,  not  to  weaijM 
his  nascent  attention,  hut  U)  stimulate  it  and  hold  it !  Henfl 
again  we  must  consult  the  nature  of  the  child  and  taloH 
into  account  the  special  characteristics  of  hia  mind.  'PM 
each  one  of  these  characteristics  there  will  correspond  ifl 
series  of  pedagogical  precepts.  ^ 

At  first  the  limit  of  the  child's  attention  is  short;  it 
is  soon  exhausted.  Moreover,  he  voluntarily  applies  it 
only  to  sensible  objects.  Ite  power  is  still  limited,  and 
to  fixedness  of  mind  there  does  not  always  correspond 
immobility  of  body.  Finally,  in  a  general  way,  the  atten- 
tion is  weak,  and  there  must  be  a  resort  to  all  sorts  of 
stimulants  in  order  to  arouse  it  and  keep  it  at  its  work.  \ 

98.  Short  Duration  of  Attention, — We  say  notblnf 
new  in  remarking  that  children  are  not  capable  of  a  1( 
intensity  of  thought. 

"  Horace  Grant  has  shown  that,  beyond  from  five  to  ten  n 
utes  for  young  children,  and  from  thirty  to  forty-five  for  oldc 
pupils,  the  attention  is  wearied  and  intellectual  effort  acmes  II 
an  end."^ 

Generally  the  child  displays  his  whole  power  at  the  1 

'  M.  FonaaagrivBs,  L'Educatiim  pkyaiqiie  des  gar^oia.    Paiis,  187 
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ing  of  his  task ;  but  he  is  soon  at  the  limit  of  his 
atreDgth,  and  needs  to  be  occupied  with  something  else,  or 
even  to  have  no  task  on  hand,  but  to  refresh  himself  with 
play  or  with  absolute  repose.  Be  careful,  then,  to  proceed 
gradually.  Let  the  lessons  be  short  at  first ;  they  will  grow 
longer  in  proportion  as  the  pupil's  power  of  attention  is 
developed.  Also  iutrodute  variety  into  the  exercises. 
Change  is  a  rest.  As  much  as  possible  alternate  school 
work  with  recreation,  which,  as  the  etymology  of  the  term 
indicates,  truly  remakes  or  creates  anew  (re-creates)  the 
lansted  forces. 


i 


Exercise  of  the  Attention  through  the  Senses.  — ■ 
The  inability  of  the  child  to  follow  abstract  ideas  is  another 
platitude.  A  sure  means  of  making  him  inattentive,  of 
weakening  perhaps  for  bfe  his  power  of  attention,  is  to 
teach  him  too  early  general  truths,  rules,  formulae, — any- 
tJiiDg  which  repels  him  because  he  does  not  comprehend  it 
easily.  General  ideas  have  no  value  for  children.  In  their 
Tiew  the  only  realities  are  facts, 

M.  Egger  cites  a  striking  instance  of  this  inability  of  tlie 
child  to  comprehend  the  abstract : 

"  At  the  age    of  three  and  a   half    years,  £miie,  who  WBa 
being  taught  to  read  the  figure  3,  the  number  of  a  house,  re- 
fosad    to    do    it    '  because    there   was   only  one    figure    there.' 
could  not   understand  how  a  single  symbol  could  indicate 
rality." 

It  cannot  be  too  often  repeated  that  at  first  the  child 
assimilate  only  knowledge  coming  tbrough  the  senses. 
Appeal,  then,  to  the  senses,  and  so  far  as  possiVile  save 
beginners  from  abstractions.  One  of  the  reasons  which 
heat  justify  the  use  of  object  lessons  is  that  they  are 
based  directly  on  ibis  fundamental  principle,  that  it  is 
best  to  exercise  the  attention  on  concret«  and  sensible 
jt^brfOTe  appljing   it  to  abstrac!tions;_ 


104  THEOBimCAI,  PEDAGOGT.  ^ 

100.  ExTEEion  Signs  of  Attestion. — Another  charao-i 
teristjc  of  tbe  child's  atteotioD  b  that  it  is  rarely  accom-fl 
panied  by  the  exterior  signs  which  aiiuounce  it  ic  the  matuTQa 
man.     The    tliin)<er  who  reflects   remains  motionless,  withfl 
fixed  eyes  and  bowed  head.     But  ol^serve  the  child  who  isfl 
repeating  his  lesson-     It  is  impossible  for  him  to  stand  Btill  pM 
his  eyes  wander  to  the  ceiling,  to  the  right,  to  the  left ;  lue<^ 
legs,  bis  arms,  his  whole  body,  is  in  motion.     I  knew  a  little 
girl  who  could  not  learn  to  read,  save  on  the  condition  of 
sewing  at  the  same  time  ;  and  it  was  a  pleasure  to  see  her 
mechanically  drawing  her  needle  with  her  little  fingers,  while  J 
she  was  at  tlie  same  time  spelling   out  the  words  of  herl 
primer  placed  on  the  knees  of  her  mother.     In  a  word,  th»;l 
child  has  need  of  movement,  even  when  he  is  studying.     Iii*f 
tellectual   activity  docs  not  suspend   his  physical  activityj 
The  attention  of  which  he  is  capable  does  not  wholly  ab* 
sorb  him. 

101.  Need  of  Movement. — This  being  true,  it  will  1 
best  to  make  provision  for  this  need  of  movement,  and  not  " 
to  require  of  the  child  an  absolute  immobility.     Let  ns  not 
demand  of  him  what  is  impossible  at  his  age,  that  during 
the  time  he  spends  in  school  he  shall  l>e  a  thinking  statue.  ■ 
Let  UB  not  require  of  b:m  the  exterior  signs  of  attentionj 
provided  he  be  reaily  attentive.  U 

Let  us  the  rather  seek  for  methods  which,  while  funushinjfl 
occasion  for  gratifying  his  need  of  physical  movement,  afl 
the  same  time  aid  the  effort  of  thinking.  The  child  leamM 
to  write  more  easily  than  to  read,  because  the  task  ofl 
writing  calls  his  hand  into  use,  and  consequently  give^ 
tiim   greater  pleasure.  M 

Whatever  may  be  thought  of  them,  the  phouomimic  pro^fl 
esses  Iiave  the  advantage  of  introducing  gestures  and  moT^| 
munts  into  the  study  of  the  alphabet,  and  so  of  breaki^fl 
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I  the  immobility  wliich  is  so  uuendurable  to  ehOdren. 
One  of  the  merits  of  Froebel's  system  is  thnt  it  calls  into 
exercise  at  the  same  time  the  senses  and  the  iuetinct  to 
movement. 

It  would  be  dangerous,  however,  to  yield  too  much  to  the 
physical  petulance  of  the  child.  The  order  of  the  school 
could  not  easily  accomraodate  pupils  ever  oq  tlie  move, 
whose  notion  would  be  to  learn  to  read  while  skipping  about 
the  room.  Moreover,  if  the  chUd  were  not  guarded  in  this 
respect,  he  would  he  allowed  to  contract  uncomely  habits, 
disagreeable  tricks.  And  Miss  Edge  worth,  who  seems, 
however,  to  have  overestimated  the  extent  of  this  danger, 
writes  not  without  reason, — 

"If  a  boy  could  not  read  without  swinging  his  head  like  a 
Jndulum,  we  should  rather  prohibit  him  from  reading  for  some 
n  sufEei  hin>  to  grow  up  with  this  ridiculous  habit."  ^ 


.  102.   Stibiulahts  OS  Attention.  —  "The  interest  inspired 

J  the  subject  itself,"  an  educator  has  said,  "is  a  unique 

isman    for  developing    the    attention."     How    to  create 

-each,    consequently,    ought   to   be   the   principal 

Ivanxiety  of  the  teacher. 

Real  attention,  like  affection,  does  not  permit  constraint. 
It  bestows  itself  on  those  who  know  how  to  gain  it.  Hence 
nothing  is  more  important  than  the  choice  of  the  subjects  to 
be  taught,  and  paiticularly  the  manner  of  teaching  them. 
Without  doubt  we  must  guard  against  the  dangers  of  an 
education  that  is  too  compliant,  too  easy,  which  makes  an 
abuse  of  what  is  diverting,  and  which  excludes  effort.  We 
should  not  forget,  however,  that  pleasure  is  tlie  most  pow- 
erful stimulant  to  effort.  So  far  as  possible,  let  us  remove 
B  obstacles  that  are  upon  the  route  of  this  attention  still 
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wavering,  which  will  not  keep  its  track  unless  it  finds  what 
b  agreeable  there. 

Nothing  is  indifferent  to  what  can  contribute  towards 
making  instruction  attractive.     The  talent  of  teachers  will 

1  always  be  the  surest  pledge  of  the  pupil's  attention.  Bat  in, 
default  of  talent,  Bimplicity,  clearness,  cleanness  of  exposi- 
tion, will  have  a  happy  effect  on  the  dispositions  of  those 
who  hear.  Even  the  tone  of  voice  aud  the  attitude  of  a 
teacher  wbo,  as  has  been  said,  knows  his  business,  who 
gives  proof  of  the  interest  which  he  takes  in  those  whom  he 
instructs,  —  these  things  will  contribute  towards  exciting  the 
interest  of  those  who  learn  and  listen. 

I        It   is   not  required    to   make    everything  agreeable   and 

'  attractive ;  but  it  is  to  be  recollected  that  only  that  which 
affects  the  sensibility,  that  which  is  agreeable  or  painful, 
can  with  certainty  ai-ouse  the  attention,  and  that  only  that 

,    which  is  agreeable  can  hold  it. 

103.   CoRiosm. — In  this  search  for  the  attractive  and 
the  interesting  the  educator  is  aided  by  the  very  nature  of  J 
the  child.     In  fact,  the  mind  of  the  child  is  far  from  being  j 
repugnant  to  attention. 

Curiosity,  that   grand   mobile  of  the   intelligence,  which  1 

I  Fenelon  has  admirably  defined  to  be  a  propensity  of  nature  \ 

which  goes  in  advance  of  instruction,  —  curiosity,  if  skilfully  1 

\  excited  and  duly  satisfied, — will  be  the  natural  soi 

attention. 

A  bishop  of    the  nineteenth    century,    leas   liberal  than  I 
I  Fenelon — Dupanloup — has  only  harah  words  for  the  c 
osity  of  the  child. 

"  The  soul,  trivial,  dissipated,  cnrioua,  open  OD  all  aides,  lets  . 
everything  slip  away  ami  keeps  nothing.  No  aerioua  work  is  | 
possible  with  it  or  in  it." ' 


I 
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CuiioBity,  wlu  h  a  n  fa  t  the  cliaracteriatic  of  a  minp 
open  on  all  sides  impatient  to  know,  ardent  for  research,  is, 
on  the  contrary  whate  L  upanloup  says  of  it,  a  precious 
inclination,  a  happ  a[.ttul  which  it  is  only  needful  to 
know  how  to  employ  with  skill  and  discretion.  It  is  a  sort 
of  intellectual  appetite,  which  should  be  furnished  only 
with  wholesome  uliriient. 

Happy  the  teachers  who  have  to  do  with  intelligences 
naturally  curious  I  But  especially  happy  are  thoae  who 
know  how  to  excite  curiosity  and  to  keep  it  active.  For 
this  purpose  we  must  skilfully  appeal  to  the  tastes  of  the 
child  and  favor  them,  yet  without  overtaxing  them. 
"Eagerness  to  derive  advantage  from  a  taste,"  says 
Madame  Necker  de  Sanssure,  "is  often  the  cause  of  our 
killing  it." 

"The  maimer  in  which  the  child  is  instructed,"  saya  M.  La- 
combe  ill  the  same  vein,  "necessarily  has  the  disadvantage  of 
preceding  cariosity,  of  preventing  its  rise,  or  at  least  of  sud- 
denly arresting  its  roovementa.  In  fact,  what  do  we  do?  We 
take  a  child,  set  him  od  a  bench,  and  teach  him  off-hand  a 
multitude  of  things  of  which  he  has  never  observed  the  exist- 
ence, which  he  did  not  anticipate,  and  which  consequently  he 
could  not  desire  to  know.  We  extinguish  his  curiosity  before  it 
had  a  chance  to  be  aroused.  As  to  the  things  of  which  he  has 
been  abb  to  catch  some  glimpse,  and  which  perhaps  have  puz- 
aled  him,  we  bring  them  before  iiiin  all  at  once,  thoroughly, 
and  with  greater  detail  than  he  desires.  We  overwhelm  his 
curiosity  almost  before  it  is  bom.  We  teach  him  so  many 
things  by  compulsion  which  he  no  longer  has  the  least  desire 
to  know." 

Then  let  us  manage  the  curiosity  of  the  child.  Let  us 
not  smother  it  by  satiating  it  too  soon.  Let  us  reply  to 
his  qnestioDs,  as  Locke  recommends  ;  but  let  us  also  allow 
him  the  privilege  of  seeking  for  himself,  by  personal  obser- 
vation, the  satisfaction  which  he  desires.     Curiosity  cannot 
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trolj  become  the  germ  of  attention,  unless  it  ia  in  part 
handed  ovei-  to  itself,  unless  it  is  nut  too  quickly  satisfied, 
unless  we  give  it  time  to  put  forth  an  effort  after  the  truth. 

lOi,  Effects  of  Noveltv  upon  Attention.  —  One  of 
the  best  means  of  exciting  the  curiosity,  and  hence  the 
attention,  is  to  present  to  the  child  objects  which  are  new. 
Contrast  wakes  up  the  mind,  but  on  one  condition, — ^that 
it  be  not  too  violent,  and  that  the  new  study  do  not  in- 
troduce the  child  into  a  world  absolutely  strange  to  his 
previous  experienceH,  In  subjects  entirely  new,  says  Miss 
Edgeworth,  we  make  superabundant  efforts  of  attention, 
and  so  weary  ourselves  without  profit. 

Who  does  not  know  by  experience  that  the  beginning 
of  a  science,  notwithstanding  the  attraction  of  novelty, 
is  particularly  painful?  In  order  to  reach  the  truth  we 
must  reconcile  and  unite  into  one  the  two  proverbs, 
"Wholly  new,  wholly  beautiful!"  and,  "It  ifl  only  the 
first  step  which  costs  1 " 

105.  Effects  of  Vabieit.  —  It  is  less  the  novelty  than 
&e  variety  which  is  of  importance  in  the  education  of  the 
attention. 

An  alternation  of  occupations  and  exercises  animates  a 
class.  It  ia  necessary  to  know  how  to  pass  from  expo- 
sition to  inteiTOgation,  from  one  kind  of  labor  to  another. 
The  reason  of  this  is  that  these  different  exercises  are 
addressed  to  faculties  somewhat  different.  Wbeu  one  fac- 
ulty is  wearied  it  is  necessary  to  grant  it  some  respite 
and  to  make  an  appeal  to  a  neighboring  faculty.  The 
mind  of  the  child,  moreover,  is  eager  for  change.  Often 
a  simple  change  in  tone,  a  different  intonation  in  the 
TOice  of  the  teacher,  sufBces  to  revive  .the  attention  which 
was  beginning  to  drowse.     Nothing  is  so  difficult  to  follow, 
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)  listen  to  wiUi  attention,  as  a  monotonous  discourse  de- 
hered  witliout  inflectious. 


Few  Things   at  once.^Oui-  anxiety  to  vary,  to 

jdiversify   instrnction,  need  not   cause  us  to    faU  into  con> 

1.    A  multiplicity  of  subjects  disconcerts  the  atten- 

r&tfaer  than  aida  it. 

"Re  would  be  a  foolish  teacher,"  says  Mr.  Sally,  "who  gave 

child  a  number  of  disconnected  things  to  do  at  a  time,  or 

'ho  insiBted  on  keeping  liiB  mind  bent  on  the  aama  subject  for 

indefinite  period."  ^ 

We  do  not    hold  the  attention,   or   at  least  we   weaiy 

and    overdrive  it    in    a    way   to   make    its   efforts   useless, 

when  we  present    to  it  too   many  subjects    at    once.     We 

distrust  verbose  teachers  whose  thought  overflows  its  limits 

and  whose  words  succeed  one   another   with   an   extreme 

ilubility.     No  durable  effect   nor  profound  impression  is 

be  expected  from   then-  lectures.     The  pupil,  like  the 

.cher,   reaches  the  end  of  such  an  oratorical   race,   out 

breath.     The  state  of  mind  into  which  the  enidition  and 

icipitate  delivery  of  the  teacher  plunge  the  pupil  recalls 

consternation   of    those   Esquimaux   whose   history    is 

given  by  Miss  Edgeworth, 

Newly  arrived  in  London,  they  had  visited  in  one  day 
an  the  monuments  of  the  capital,  under  the  condnct  of  a 
guide  who  was  in  too  much  of  a  hurry.  On  their  return, 
when  they  were  asked  what  tliey  had  seen,  they  did  not 
Jmow  what  to  say.  It  was  wiUi  ilitliculty  that  one  of 
,  repeatedly  urged  to  speak,  and  finally  rousing  tiim- 
from  his  torpor,  could  say  while  shalcing  his  bead, 
Too  much  smoke,  —  too  much  nniae, — too  much  houses, 
too  much  men, — too  much  everything!"* 

of  Pattcholngy,  p.  lOi. 
JWuegifott,  Vol.  I.,  pp.  BS,  09. 
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107.  EIxTERNAx.  CoNDiTioNa  OP  ATTENTroN. — It  is  dan<  ■ 
geroDS,  sa;yB  Miss  Edgeworth,  to  emplo;  stimulaats  foreiga  1 
to  the  subject  studied.  So  f ar  aa  possible,  the  interest  I 
should  certainly  be  made  to  come  from  the  study  itself,  and  * 
set  in  motion  the  inner  springs  of  the  attention.  This, 
however,  is  not  a  reason  for  diatlaining  tlie  Md  which  can 
come  from  without,  nor  for  disregarding  the  importance  , 
of  the  material  conditions  in  which  the  child  may  be  placed,   i 

The  following,  according  to  M.  Breal,  are  some  of  these  I 
conditions :  J 

"So  far  as  possible  the  teacher  should   keep  his  position,  I 
holding   the   class   under   his   eyes   and   requiring   that   all  eyes  I 
should  be  turned  towarde  him.    The  instruction  is  not  to  begin  I 
till  all  the  children  have  taken  an  erect  and  composed  attitude.  I 
A  rap  on  the  table  or  a  word  i^eed  upon  ia  the  sigiial  that  I 
the  recitation  is  to  begin,    The  questions  should  be  addressed  1 
to  the  class  as  a  whole ;  and  so  the  teacher  will  always  first  ask 
the  question,  and  then  will  allow  the  pause  necessary  for  find- 
ing the  reply ;  and  only  then  will  he  name  the  pupil  who  is  to 
reply.     It  the  pupil  begins  by  trying  to  find  the  reply  after  he 
has  been  called  on,  it  is  a  proof  of  inattention.    If  the  response 
made  by  a  pupil  is  correct,  it  may  be  demanded  again  of  a 
fellow-pupiL     K  it  ia  faulty,  it  should  be   corrected  by  1  " 
The  important  parts  of  the  lesson  are  repeated  in  concert  by  ] 
the  whole  class.    As  soon  as  inattention  appears,  the  teacher  j 
Btops.    A  means  of  reanimating  the  class,  but  a  means  v 
should  not  be  abused,  is  to  call  up  the  class  and  reseat  it  at  a   I 
word  of  command.    The  pupils  should  always  respond  in  a  very 
loud  voice;  but  the  teacher  may  speak  in  a  moderate  tone.    The 
pupil's  ear  soon  becomes  accustomed  to  explosions  of  voice,  and  j 
then  they  are  good  for  nothing,"^ 

To  these  precautions  there  must  be  added  others  wbieb  I 
experience  suggests.  Attention  varies  with  the  hours  o(  J 
tlie  day,  with  the  days  of  the  week,   and  with  the  inter-J 
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ml  which  separates  work  and  the  taking  of  food.  Atten-  ' 
tion  is  stronger  in  the  morning  class  than  in  the  afternoon 
class,  and  stronger  during  the  Ih'st  hours  of  the  session 
than  during  the  last.  A  wise  teacher  will  take  account 
of  all  these  differences,  in  order  to  regulate  the  order  of 
studies.  He  will  begin  with  the  exercises  that  are  the  most 
difficult,  and  will  postpone  to  the  end  of  the  session  those 
which  require  the  least  effort. 

108.    Distractions  not  to  be  Tolerated.— The  play  of 
bh  intellectual  faculty    can  be    truly    assured  only    by  re- 
pressing the   faults  which   are  opposed  to   it.     We  must 
then    make   war   against   distraction   at  all   hazards ;    and 
rAfter  having  done  everything  to  correct  it  by  mild  means, 
Ire  must  resort  even  to  puuisbments  in  order  to  suppress  it. 
Distractions,"  says  Kant,  "ought  never  to  be  tolerated,  at 
t  ID  aehcMil,  for  they  end  by  degenerating  into  habits. 
The  finest  talents  are  lost  in  a  man  who  is  snbject  to  dis- 

tractious Inattentive   children   only   half   hear,    reply 

wholly  at  random,  and  do  not  know  what  they  read." 


109.  Cases  where  Attention  is  m  Revolt.  —  Defec- 
tive  attention  comes  either  accidentally  from  passing  cir- 
cumstances, which  it  is  relatively  easy  to  modify,  or  from 
the  general  indifference  of  a  mind  at  all  times  incapable 
of  becoming  fised. 

In  the  first  case  the  remedies  to  be  employed  will  be 
but  the  application  of  the  recommendations  already  given, 
which  consist  in  placing  the  mind  in  the  conditions  must 
favorable  for  the  development  of  the  attention. 

These  rules,  moreover,  ought  to  be  applied  with  care, 
while  taking  into  account  the  exceptions  to  which  they  a 
subject.     Thus,  it  is  a  general  law  that  the  pupil's  attention 
.ift  particularly  strong  at  the  beginning  of  the  lesson,  when 
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'  it  has  not  yet  been  wearied.     And  yet  nbo  has  not  noticed 
that  tbe  child  hns  some  difflculty  in  making  a  start?     Gen- 
erally, when  a  child  begins  bis  lesson,  be  is  einbairasaed, 
and  it  requires  several    Tiiinutes  to   reeover  himself,  to    re- 
arrange tbe  dispersed  forces  of  bis  mind.     At  first  he  ia 
restive,  like  a  horse  which  must  be  whipped  to  a  start. 
The  situation  is  more  serious  when  we  have  to  do  with 
I   natures  wholly  sterile,  and  when  inattention  is  the  sign  of  a 
'  general  indifference   of  the    mind.     Locke  says  this  indif- 
ference of  disposition  is  tbe  woi'st  fault  that  can  manifest 
itself  in  a  child,  and  the  most  difficult  to  correct,  because  it   ' 
has  its  source  in  the  constitution. 

But  in  truth  this  incurable  inattention  is  very  rare.  The 
more  often  the  child,  even  the  most  inattentive  in  class, 
because  the  lessons  which  he  receives  there  hnve  no  attrac-  . 
tion  for  him,  recovers  all  bis  ardor  and  all  bis  energy,  either 
in  his  play  or  in  a  favorite  occupation.  It  is  necessary,  then, 
to  observe  bis  cbai-acter  with  care.  If  he  ia  indifferent  in  all 
bis  actions,  there  is  little  hope  in  tlie  case ;  but  if  there  are 
things,  whatever  they  may  be,  which  attract  his  preferencej 
and  which  be  does  with  pleasure,  take  care  to  cultivate  this 
particular  taste ;  make  use  of  it  to  exercise  his  activity  and 
to  secure  his  attention.  Once  fixed  and  developed  on  one 
point,  tbe  attention  will  radiate  upon  others,  aud  gradually 
extend   itself  to  the  studies  which   had  at  first  repelled 


110.  Moral  Consequences  of  Defective  Attentiok. — 
It  ia  not  only  in  study,  in  intellectual  labor,  that  attention  is 
profitable.  Tbe  conduct  of  life  and  the  virtues  of  character 
have  no  less  need  of  it  than  excellences  of  the  intetligen 
have.  Defective  attention  in  practical  life  is  the  synonym  of 
thoughtlessness  and  heedlessness.  To  he  habitually  atten-  1 
tive  is  not  only  the  best  means  of  learning  and  progressing  ] 
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in  the  sciences,  and  the  most  effective  prayer  which  we 
can  address  to  the  truth  in  order  that  it  may  bestow 
itself  npon  us;  but  it  is  also  one  of  the  most  precious 
means  of  moral  perfection,  the  surest  means  of  shunning 
mistakes  and  faults,  and  one  of  the  most  necessary  elements 
of  virtoe. 


CHAPTER  VL 

CULTURE  OF  THE  MEMORY. 

111.  Impobtance  of  the  Memory. — There  is  no  occa- 
sion to  speak  at  length  on  the  utility  of  memory.  Because 
an  abuse  was  once  made  of  it,  because  the  other  faculties  of 
the  mind  were  wrongly  sacrificed  to  it  in  systems  of  educa- 
tion in  which  the  instruction  was  exclusively  confided  to  it, 
educators  have  presumed  to  decry  it,  to  hold  it  in  suspicion, 
and  to  treat  it  almost  as  an  enemy.  Have  they  thought 
what  education  would  become  without  memory  ?  Have  they 
reflected  that  there  is  not  a  moment,  so  to  speak,  when 
instruction  can  do  without  its  aid?  It  envelops  and  ac- 
companies the  other  faculties,  and  supplies  them  all  with 
aliment. 

''Memory,"  said  Pascal,  "is  necessary  to  all  the  opera- 
tions of  spirit." 

"Without  memory,"  wrote  Guizot,  "the  noblest  faculties 
remain  useless."  The  moral  life  itself,  as  well  as  the  intel- 
lectual life,  reposes  upon  memory,  and,  as  Chateaubriand 
says,  "the  most  affectionate  heart  would  lose  its  tenderness 
if  it  no  longer  recollected." 

Surely  to-day  no  one  any  longer  allows  the  memory  to 
exercise  over  the  mind  a  domination  that  belongs  only  to  the 
judgment  and  to  personal  reflection.  For  the  memory,  as 
for  the  other  powers  of  the  soul,  an  exclusive  culture  is 
dangerous;  but  it  would  be  as  absurd  to  abjure  memory, 
because  an  abuse  has  been  made  of  memoriter  recitations, 
114 
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Bio  exclude  reasoning  because  an  nnwarranted  use  has  been 
made  of  the  syllogiam,  lofioitely  useful  for  all  the  purposes 
of  practical  life,  memory  is  at  the  same  time  the  most  val- 
uable of  pedagogical  iuBtrumenta.  There  is  uot  a  faculty 
whose  services  the  educator  has  more  frequent  occasion  to 
call  to  his  aid ;  not  one  which  he  ought  more  earnestly  to 
seek  to  develop  and  train,  in  view  of  a  preparation  for  life. 
It  is  the  direct  source  of  much  of  our  knowledge,  and  the 
guardian  of  it  all.  Mr.  Bain  does  not  hesitate  to  say  that  it 
ie  "  the  faculty  that  most  of  all  concerns  us  in  education."' 

112.  Meuory  in  the  Child. — It  is  precisely  at  the  age 
when  everything  ia  to  be  learned,  that  the  memory  is  the  most 
natui-ally  strong.  E^Jucators  grant  with  one  accord  that 
childhood  is  the  privileged  period  of  memory.  Mr.  Bain 
estimates  that  the  period  in  which  the  "plasticity  of  the 
brain"  and  the  power  of  mental  acquisition  are  at  their 
maximum,  extends  from  the  sixth  to  the  tenth  year.  In 
general,  the  child  is  so  happily  endowed  in  respect  of  memory 

it  he  retains  words  and  phrases  which  have  no  meaning 
him,  or  even  which  have  no  meaning  whatever. 

Memory  is  dependent  in  great  part  on  the  vital  forces  and 
nervous  system.  Ia  the  child,  whose  brain  is  increasing 
in  size  from  day  to  day,  whose  nerves  vibrate  with  an  energy 
which  belongs  only  to  forces  still  young  and  plastic,  whose 
sensibility  has  lost  nothing  of  its  freshness  and  primitive 
vivacity,  the  memory  ought  necessarily  to  develop  with  a 
marvelous  facility.  Later,  in  the  adult,  in  the  mature  man, 
the  reflective  powers  of  the  mind  will  come  to  aid  the 
memory  ;  but  they  will  never  succeed  in  equahng  that  spon- 
tflueous  memory  of  early  years,  open  to  all  iaipressions,  the 
iiutural  and  easy  product  of  the  young  and  stilt  unempl()yi'd 
organs. 

1  EdmaUMi  at  a  Science,  p.  SO. 
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Moreover,  the  power  of  the  child's  memory  derivea  act 
vantage  from  the  weaknega  and  inactiTity  of  the  other 
fscolties.  The  mind  b  BtJll  onoccnpied ;  consequently  it  fills 
itself  without  effort  I-ater  preocenpations.  cares,  and  per- 
BoD»l  reOections  will  more  or  less  obslzuct  the  road  to  ira- 
presaions  from  without.  New  memoriea  will  have  difficulty 
in  finding  a  place  in  the  intelligenee  already  encumbered 
with  old  memories.  They  will  be  jumbled  and  confoundi 
in  the  mind,  like  new  characters  which  we  would  engrave 
paper  already  covered  with  writing.  The  memory  of 
child  is  a  white  page  on  which  evervthing  is  easily  imprei 
a  clean  uiirror  in  which  everything  is  reflected, 


icuity 
bered 
mdec^l 
ve  ol^^l 

iBsed^H 


113.  Opinions  of  Rousseau  and  Madame  Campam. — 
What  shall  we  think,  then,  of  the  opinion  of  certain  educa- 
tors, according  to  whom  the  child,  at  least  the  young  child, 
has  no  real  memory? 

"Although  memory  and  reason  are  two  different  facnltiea 
wrote  Rouaaeau,  "the  one  is  never  really  developed  without  t 
other.  .  .  .  Children,  incapable  of  judging,  really  have  no  i 
ory." » 

And  on  her  pari;  Madame  Campan  declares   that  ' 
memoty  is  not  developed  till  the  age  of  three  years." 

It  suffices  to  study  the  opiuion  of  RouBseau  closely,  to  I 
convinced  that  the  disaccord  with  him  is  simply  appareni 
that  it  comes  from  a  misunderstandiug  of  terms.  The 
memory  which  Rousseau  denies  to  the  child  is  that  of  abstract 
ideas ;  he  is  the  first  to  accord  to  the  child  a  memory  of 
sounds,  forms,  and.  in  general,  of  all  the  sensible  notions. , 

As  to  the  assertion  of  Madame  Campan,  it  has  refereo^ 
to  this  fact  of  general  observation,  that  the  mature  mu 

1  Emik  (Boston.  1886),  pp.  78,  79. 
»  De  rBducatton,  I.,  UI.,  Ch.  L 
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does  Dot  recaU  the  events  of  the  first  two  or  three  years 
hie  life.  These  fliat  years  are  to  ns  as  though  they  had  not 
been ;  a  blaek  uigbt  covers  them  over  in  our  consciousness, 
and  the  darkness  is  unbroken  save  by  a  few  gleams,  as  by 
the  remembrance  of  some  grave  accident  or  of  some  catas- 
trophe. Leibnitz  cites  the  case  of  a  child  who  became  blind 
at  the  age  of  two  or  tiiree,  and  after  tlmt  recalled  none  of 
his  visnal  perceptions.* 

Does  this  mean  that  even  during  those  years  at  the  begin*- 
ning  of  life  when  the  conaciousneas  is  still  obscure,  the 
child's  memory  does  not  act,  does  not  acquire?  It  would 
suffice,  to  refnte  Madame  Campan,  to  recaD  the  fact  that  at 
the  age  of  three  years  the  child  generally  knows  how  to 
speak,  and  that  the  knowledge  of  words  and  the  mother 
tongue  supposes  a  considerable  display  of  memory.  Only, 
the  first  acquisitions  of  the  memory  are  weak  and  fragOe ; 
they  need  to  be  fixed  and  fortified  by  a  renewal  of  the  sama 
impressions,  like  delicate  sketches  over  which  the  brusli 
should  pass  several  times,  in  order  to  hold  the  fugitive  colors, 
ftlways  ready  to  be  effaced. 

114.  Characteristics  of  Infant  Memory. ^The  child's 
memory  has  its  own  good  qualities,  and  also  some  defeetaj 

The  first  of  the  good  qualities,  in  children  well  endowed,! 
is  a  rare  power  of  acquisition.  While  the  tired  memory  ofl 
the  old  man  takes  delight  in  languidly  calling  up  the  im-^ 
ages  of  past  times,  that  of  the  child  is  always  in  move-  ^ 
ment,  always  in  quest  of  new  knowledge,  just  &( 
acquired  as  eagerly  sought,  for  the  child  sees  everything, 
hears  everything.  Nothing  escapes  his  young  and  active 
senses.  He  distinguishes  objects  and  persons.  He  has  a 
marvelous  aptitude  for   retaining  words  and  learning  Ian-  ■ 


I 
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gnages.     In  certain    coDditioos  he  will   learn  two  or   tl 
at  once.     What  the  adnlt  and  the  mature  man  will  accom- 
plish  only    at    the    cost    of    painful    labor,    at    the    time 
when   the  jaded   memory    haa   come  to   rebel  against  the 
registration   of   new   ideas,   the   child  will   do   with 
and  without  giving  a  thought  to  the  work. 

Another   cbaracteriatic  of   the  child's  memory  ia  the 
eral  precision,  the  vigorons   exactness  of  his  recollection. 
M.  Legonv^  justly  compares  the  child  to  an  appraiser  who 
notes   everything,    who   omita   no  detail.     With  a  punctil- 
iousness worthy  of  being  quoted  as  a  model    for  an  histo- 
rian, the  child  recalls  the  least  particularities  of  things. 
When  we  relate  to  him  a  fable  or  a  story  which  he  knows, 
do  not  imagine  that  yon  can  change  a  single  particular, 
single  word,  without  hearing  his   cries   and   protestations 
"That  is  not  it!" 

On  the  other  hand,  the  memory  of  the  child  has  weak- 
nesses  which   only   progress  in   age  can  correct.     It  fails 
especially  in  this,  that  it  is  but  little  qualified  to  give  an 
exact  location  in   time  of   the  recollections  which  he 
acquired.     The  complete  memory  supposes  an  appreciatioi 
of  duration  of  which  tie  chQd  is  incapable,  because 
appreciation  requires    the    co-ordination    of    recollections. 
Who  has  not  heard  children  of  two  or  three  years  of  age 
relate  as  an  event  of   yesterday  ii  transaction  which  they 
witnessed  several  months  before  ?     Too  often  recollections 
float  in  the  mind  of  the  child  like  disconnected  pictures 
pictures  detached  from  their  frame. 
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115.  CtTLTCRE  OF  THE  Memort. — Moutaigue  made  the 
jnst  remark  that  we  are  most  often  engaged  iu  furnishing 
the  memory,  but  that  wc  forget,  to  form  it.  The  essen- 
tia! thing,  in  fact,  is  not  merely  that  the  child  should 
leave  scbool  with  his  mind  well  garnished  with   recoltec- 
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tioDB  and  facta ;  it  is  also  important  ibiit  iie  have  at  his 
disposal  a  flesible  and  atroug  memory,  in  a  condition  to 
be  still  more  enriched,  to  appropriate  to  itself  new  ideas, 
and  to  adapt  itself  to  the  requirements  of  life. 
I  There  are,  then,  two  distinct  aims  in  the  culture  of  the 

memory.  First,  it  must  be  made  to  acquire  the  most 
knowletlge  possible,  which  is  the  object  of  the  whole 
course  of  instruction.  In  the  second  place,  it  must  be 
strengthened  and  developed  in  eo  far  as  it  is  a  faculty 
of  the  luind.  This  no  doubt  results  in  part  from  the 
instruction  itself,  but  it  also  requires  some  special  pre- 
cantions,    the    sum   of    which    constitutes    what    may    be 

I  called  the  education  proper  of  the  memory- 
lie.  Is  THIS  Necessary? — But  ia  this  special  cidtnre 
of  the  memory  necessary?  And,  if  it  ia  proved  that  it  is 
accessary,  is  it  possible? 
We  do  not  hesitate  to  reply  in  the  afHrmative,  not- 
withstanding the  contrary  opinion  of  Loclie. 
Locke's  special  argmoent  for  calling  in  question  the  util- 
ity of  training  the  memory  in  acliool,  is  the  constant  use 
irhich  we  make  of  it  in  the  world  and  in  life.  He  says 
that  memory  is  so  neeessai'y  in  all  the  transactions  of 
life,  there  are  so  few  things  in  which  we  can  do  without 
It,  that  there  would  he  no  occasion  for  fearing  that  it 
will  become  eufeebled  and  bluuted  for  lack  of  exercise, 
if  exercise  were  really  the  condition  of  its  power. 
Without  doubt  life  will  be  a  good  training  for  the 
r,  but  on  one  condition,  which  ia,  that  the  mem- 
'  has  already  been  made  pliant  and  broken  to  labor 
the  studies  of  youth,  and  that  the  man  receive  it 
1  the  hands  of  the  scholar  as  an  instrument  already 
ishioned.  There  is  no  teacher  who  is  not  authorized 
i  coatradict   the  opinion  of  Locke,  for   all  know  by   ex- 


120 


THEORETICAL   PEDAGOGT. 


peneace  that  the   beat  menioriQS  have   need  of  long  efe 
forte   in   order   to   attain   tbeir  maximnin  of   power ;    thai 
mediocre   memories   would   eoon  grow   rusty  if   they   ■ 
not  constantly  exercised  ;  and  that  finally  the  ntemoriea 
urally  poor  would  always  remalu  sterile,   if  they  were  d 
early    cultivated. 


117.   Is  srcH  A  CuLTDRE  POSSIBLE? — But  Locfee  goeSd 
etill  further.     His   ultimate   thought   is.    uot   that    the  cul^l 
ture   of   the    memory    is   useless,  but   that    it   is    impossi- 
ble.    Esereisiug    the  memory   on  such  or   such  an   object 
•■no  more  fits  the  memory   for  the  retention  of  anything 
else,  than   the    graving    of    one   sentence   in  lead    makes  ^ 
it  the    more   capable   of   retaining   firmly   any   other   i 
actera."  ^     Here    again  the  English  edocator  is   in  contr 
diction  with   facts. 

Whatever   notion   we    form  theoretically  of   the   natorAjl 
of  the  memory ;   whether  we  connect  it  entiiely  with  i 
ganic   conditions,   as    Luys  and   Ribot  do,    or  whether  we^ 
consider    it  an  independent  power  of  the    soul,   with  all 
spiritualist  pliilosophers,  it  is  practically  certain  that  memory 
makes    progress    through   skilful  attention    and  intelligent 
exercise,  and   that  it  is    not  true  to   say   that  it  depenc 
entirely  on  a   "happy  constitution." 

Another  paradox   would   be   to  hold,   with  Jacotot, 
a  contrary  exaggeration,  that  education  can  do  everytiiing^gl 
thai   at    birth    memories    are    equal   in    all    children, 
that   inequalities   come    exclusively  from   negligence,    : 
lack  of  care,  from  inattention,  and   from  lack  of   cultu 
Without  speaking  of  extraordinary  and  exceptjoual  i 
riea,  which  make  light  of  all  difUcultics,   like   that  < 
Yillemain,  repeating  a  discourse  after  having  heard  it,  i 
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Mozart  writing  the  "Miserere"  of  the  Siatine  Chapri 
after  hearing  it  twice,  of  a  Horaije  VerDet,  or  of  a  G-ua- 
tave  Dort',  painting  portrait-s  from  memory, — without  in- 
voking the  testimony  of  tLese  prodigious  memories,  which 
attest  by  their  brilliancy  the  potency  of  nature,  there  is 
no  humble  school  where  upon  the  pupils'  benches  the 
teacher  does  not  distingmah  notable  diflerences  in  natu< 
ral  aptitudes    for  leai-ning    and  remembering. 

The  inequality  of  different  niiuds,  says  Mr.  Bain,  with 
respect  to  the  assimilation  of  knowledge,  in  ci re um stances 
absolutely  the  same,  is  a  well-known  fact;  and  this 
one  of  the  obstacles  presented  by  simultaoeouB  inatruo- 
tion  given  to  a  certain  number  of  pupils  arranged  in 
the  same  class. 

118.  Exercise  of  the  Memory. — We  shall  assume, 
then,  as  settled,  that  it  is  necessary  and  possible  to  cultivate 
the  memory.  Now,  there  is  no  other  means  of  cultivating  it 
than  to  exercise  it.  But  to  exercise  it  profitably,  and  to 
reach  conclusions  that  are  really  practical,  it  is  not  sufficient; 
to  stndy  the  memory  in  general  or  as  &  whole,  but  we  must^ 
make  an  analysis  of  its  elements. 


113.  Different  Quaxities  of  the  Meuort.  —  "A  goodl 
memory,"  says  Rollin,  "should  have  two  qualities,  two 
virtues,  —  first,  that  of  receiving  promptly  and  without  diflS- 
culty  what  is  intrusted  to  it,  and  then  that  of  guarding  it 
faithfully."  To  these  qualities  a  third  should  be  added,  that 
of  easily  restoring  what  has  been  quickly  learned  and  exactly 
retained.  My  memory  is  poor,  if  it  does  not  allow  me  to" 
dispose  of  all  I  know  with  facility  and  promptness ;  if,  aa 
Montaigne  says,  "It  serves  me  when  it  pleases,  rather  than. 
when  /  please." 

These  different  qualities  of  memory  are  not  always  fi 


I 
1 


122  THEOSETICAL   PEDAGOGY. 

united.'  It  happens  that  one  who  learas  quietly  also 
gets  quickly.  The  loemories  tbat  are  the  quickest  are  often 
the  most  treacherous.  Their  acquisitious  resemble  fortunes 
too  rapidly  made ;  they  lack  Bolidlty.  Often  tbat  which 
comes  easily  also  goes  easily. 

But  these  qualities,  however,  do  not  exclude  oue  another; 
there  is  usually  a  solidarity  among  them.  The  ideal  ia  to 
have  them  all  at  once,  and  the  education  of  the  memory 
ought  to  have  in  i-iew  the  perfecting  of  each  of  them,  by 
particular  attention  and  by  a  special  culture. 

120.  Promptness  in  AppBEHENDraa. — It  is  particularly 
in  this  quality  that  the  memory  is  dependent  on  nature,  upon 
inuate  tendencies.  Art  is  powerless  to  establish  equality 
between  those  docile,  malleable  intelligences,  of  vivid  im- 
pressions, which  impregnate  themselves,  so  to  speak,  with 
everything  that  they  perceive,  and  those  slow,  indolent, 
unyielding  spirits,  which  learn  only  with  great  difficulty  the 
little  that  they  do  learn.  Let  us  not  conclude  from  this, 
however,  that  we  must  despair  of  correcting,  at  least  in 
part,  these  natural  defects. 

"We  must  not  be  easily  discouraged,"  Rollin  very  justly  says,  ■ 
"nor  yield  to  that  &tst  resistance  of  the  memory  which  we  have  J 
often  seen  eonquered  B:id  brakeiv  by  patience  and  perseverance.  I 
At  first,  only  a,  few  lines  should  be  given  snch  a  child  to  learn,  fl 
but  he  should  be  required  to  learn  them  with  exactness. 
may  try  to  mollify  the  disagreeableuess  of  this  work  by  present- J 
ing  to  him  only  things  which  are  agreeable,  such,  for  example,  I 
as  the  fables  of  La  Fontaine  and  thrilliug  stories.  An  Indus-  9 
trious  and  earnest  teacher  may  work  with  his  pupil,  sometimes  J 
allDwin)>:  him  to  beat  and  get  the  start,  and  thus  making  him  J 
feet  that  by  his  own  power  he  can  do  much  more  than  h^fl 

'  It  appears  to  me  wholly  exaggerated  to  say,  with   M.   Marion^  J 
"The  three  qualities  of  memory  «ie  almoat  never  tmlted." 
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thought  he  cotiJd.'    In  proportion  B,a  we  Bee  progresa  making 
se  may  gradually  and  insensibly  increase  the  daily  task." 

In  other  terms,  carefully  manage  the  weak  memories  by 
requiring  of  them  only  moderate  and  graduated  exercises ; 
do  not  discourage  them  on  the  start,  but  rather  stimulate 

!m  by  akilfully  preparing  little  successes  for  them  and  by 
inspiring  them  with  some  confidence  in  themselves ;  such  is 
the  spirit  of  the  practical  counsels  of  Rollin. 

Let  us  add  that  weakness  of  memory  not  being  an  ultimate 
fact  of  mental  life,  since  it  proceeds  from  and  depends  upon 
the  absence  of  certain  conditions,  such  as  the  lack  of  vivid 
impressions  and  nusteadiness  of  attention,  we  shall  have 
done  much  towards  limbering  up  dull  memories  if  we  have 
known  how  to  awaken  the  sensibility  and  give  stability  to 
the  mind  of  the  child. 

In  particular,  whatever  will  fortify  the  attention  will  aid 
the  memory.  Now,  there  is  no  hetter  way  to  make  a  pupil 
attentive  than  to  explain  to  him  clearly  and  make  him  per- 
fectly comprehend  whatever  is  taught  him.  The  Conduite 
Aes  Ecoles  dkretiertnes  (edition  of  1860)  declares  thatj 
"  pupils  learn  only  with  great  difficulty  what  they  do  i 
comprehend."  '  Pascal  said  of  himself  that  he  never  forgotJ 
what  he  had  once  comprehended.  Whatever  may  be  said  to 
the  contrary,  there  ia  no  disaccord  between  the  memory  and 
the  judgment.  In  making  all  his  instruction  exact,  in  multi- 
plying his  esplanatious,  the  teacher  is  not  working  alone  for  J 
the  judgment,  but  also  for  the  i 


■ulte 

that^l 
no^ 

» 
d 
i- 

I 


1  "  We  have  often  liad  learned  before  us,  —  wf Ih  ua,  rather,  - 
ralonteB,  bj  a  whole  class  and  perfeclly,  a  half  page  of  text,  a  ahort 
fable  of  La  Fontaine.    Try  this  plan  of  leaching  to  all  your  pupils 
some  given  leaann,  which  yon  explain  and  cause  to  be  comprehended, 
and  you  will  see  produced  astonishing  results  of  infant  memory." 
E.  Renuu.  Hansel,  p.  202. 

1  CMWJuile  «  I'uia^  det  Hcalex  cJirilliemm,  p.  1S> 
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That  which  will  also  contribnte  lo  promptneea  in  learning 
border,  the  logi;;al  connectioa  of  the  facte  which  are  pre- 
inted  to  the  child ;  in  a  word,  it  ia  tJie  association  of  ideas. 
a  indubitable,"  says  the  Port  Royal  logic,  "  that  ons 
nmg  with  a  facility  incomparably  greater,  and  that  he  retains 
mch  better,  what  is  taught  in  the  true  order;  because  the  ideas 
jirhich  have  a  natural  sequence  arrange  themselves  much  better 
r  memory  and  revive  one  another  much  more  easily."' 

I.   TENACrrr  of  Hecollections.  —  R«coIIectioniS    me- 
thodically acquired,  the  possession  of  which  is  pledged  by 
the  attention  that  has  fixed   them  in  the   mind,   and  by 
the   intelligence    that    has    comprehended    their    meaning, 
'    generally  speaking  defy  forget  fulness.     In  other  terms,  all 
P  tite  effortB  wbicb  are  made  to  facilitate  the  acquisition  of 
'  recollections  also  assure  their  conservation. 

There  are,  however,  some  particular  rules  to  be  observed 
relative  to  the  second  quality  of  memory.  The  firat  of  these 
is  repetition,  which  is  one  of  the  necessary  means  of  training 
the  power  of  recollection. 

It  is  an  old  pedagogical  maxim  that  repetition  is  the  soul 
of  instruction :     Repetitio  mater  atudiorum.     We  must  often 
r  to  the  same  tilings,  and  not  fear  the  tedium  of  a  fre- 
L  quent  return  to  the  same  ideas.     "  We  retain, "said  Jacotot, 
tnly  what  we  repeat."    He  concludes  from  this,  in  ac- 
ioordaoce  with  the  adage,  MuUum,  non  midta,  that  it  is  suf- 
t.ficient  to  learn  one  thing,  and  to  know  that  well.     The  con- 
tinued repetition  of  one  single  book  would  be  the  ideal  of 
Inetraction.     Strange  exaggeration,  which,  on  the  pretest  of 
I  •trcngthcning  the  memory,  would  result  in  impoverishing  it! 
I.^teut   of    knowledge    is  not  less   desirable    thau   solidity. 
1  But  it  remains  none  the  less  ti'ue  that,  freed  from  the  narrow 
^Ixnmda  in  which  Jacotot  inclosed  it,  and  employed  under  all 
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3  forms  (ivoall,  pure  and  simple,  of  what  haa  heeo  said, 
ies,  general  review),  repetition  ia  one  of  the  essential 
EOnditious  for  tlie  development  of  the  memory. 

i  not  often,"  aaya  Mr.  Bain,  "that  one  single  occurrence 
leaves  a  permanent  and  recoverable  idea;  usually,  we  need  several 
repetitions  tor  the  purpone.  The  procesa  of  fixing  the  impression 
Mcupies  a  certain  length  of  time ;  either  we  must  prolong  the 
rat  shock,  or  renew  it  in  several  ancceasive  occasions.  This  is 
3  first  law  of  memory."  • 

Another  important  condition  of  the  fidelity  of  recoUeetion 
3  rigorous  and  exact  precision  of  the  ideas  which  are 
fctruated  to  the  mind.  We  must  not  be  satisQed  with  Lalf- 
fay  work,  and  this  ia  why  ia  certain  cases  a  literal  repeti- 
tion, and  in  all  cases  a  detailed  and  minute  knowledge  of 
what  haa  been  learned,  should  be  required  of  the  child.  In 
the  interesting  chapter  in  which  she  takes  those  to  task  who 
have  proposed  to  replace  tJie  study  of  words  by  the  study  of 
things,  Madame  Necker  de  Saussure  rightly  obeervea  that 
tbeae  two  studies  are  inseparably  connected. 

t"The  pupil  IS  told  to  give  his  effort  only  to  the  Hense  of  the 
irds  employed  in  his  lessons,  without  giving  his  attention  to  the 
»rds,  and  that  when  be  recites  his  lesson,  if  it  is  seen  that  he 
mprehenda  the  sense  of  it,  we  should  he  sstislied,  whatever 
expresaione  he  may  use  to  render  an  account  of  it.  N'evertheless 
these  espreasions  are  almost  always  very  vague,  very  inexact, 
__for  children  are  not  very  skillful  redacieitm.  This  boasted  com- 
lehension  remains  confused  and  soon  disappears,  because  it  has 
t  been  fa«lened  to  fised  and  positive  words."  * 


PROMPTNEsa  IN  Recalling.  — The  precious  and  ra 
nality  called  presence  of  mind  depends  in  great  part  < 
His  third  form  of  the  memory.     The    best  means  of  d 


a  a  Scienr-e.  p.  20. 
'  L'^^Mcaiiua  pnigreaiive,  Tom.  II.,  p.  286. 
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velojiing  it  will  be,  in  the  first  place,  frequent  interrogations.    : 
By  unexpected  qaefitions  the  child  must  be  made  to  exert  J 
I    himself,  and,  so  to  speak,  to  j(^  bis  memory.     He  must  be 
aecuatomed  to  recover  himself  pnimptly,  and  from  among  so    i 
many  others  to  seize  tiie  recollection  demanded  of  him.     In 
this  way  we  shall  awaken  slumbeiing  memories  which  hara 
treasures,  but  do  not  know  how  to  make  use  of  them. 

Another  important  recommendation  ia  to  oppose  routine,    ' 
and  whatever  there  ia  of  the  mechanical  in  the  use  of  the    , 
memory.     The  child  who  ia  quick  to  learn  is  too  often  in- 
clined  to  repeat  mechanically  what  is  taught  him,  in  the    i 
order  and  form  in  which  he  has  been  taught.     He  will  re- 
peat without  perturbation  a  chranological  series  of  the  kings  I 
of  France,  and  will  recite  without  the  change  of  a  word  a  1 
theorem  of  geometry  ;  but  if  he  is  slightly  disturbed  in  this   I 
purely  mechanical  process,  he  comes  to  a  standstill.     There   1 
is  no  other  means  of  correcting  this  fault,  or  of  preventing   | 
it,  than  frequently  to  take  the  child  at  unawares  by  questiona    I 
in  which  the  natural  order  is  inverted,  and  then  to  compel 
him  to  repeat  under  another  form,  or  with  some  change  of    I 
expression,  what  he  has  committed  to  memory.  I 

123.  Mehoby  and  Judouent. — One  dominant  thought  1 
ought  to  govern  all  the  efforts  of  the  educator  in  this  careful  | 
search  for  the  means  of  cultivating  the  memory  ;  and  this  is  I 
not  to  develop  it  to  the  injury  of  the  judgment^  ] 

A  prejudice  somewhat  widely  cmTcnt  is  to  the  effect  that  I 
"the  memory  is  the  almost  irreconcilable  enemy  of  the  I 
judgment."  (Fouteuelie.)  Through  cultivating  their  mem-  I 
ory  certain  people  oome  to  leave  their  judgment  fallow.  _  J 
We  then  have  to  do  with  insupportable  pedanta  who  do  not  I 

1  The  following  is  the  epitaph  of  the  Ptre  Hardouin,  a  Jesuit  of  the  I 
seventeenth  century,  tht  author  of  learned  works:  " HJo  lacet  rir  I 
boDS  memoriffi  ezpectans  judicium."  M 
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think  for  themselvee,  or  who  riek  their  own  thought  only 
under  cover  of  a  qnotation  ;  wlio  know  only  what  others 
hoTe  thought  and  said.  Said  Eant,  "  WTiat  is  a  man  who 
has  a  great  memory,  but  no  judgment?  He  is  but  a 
living  lexiofln." 

Surely  we  must  Ise  on  our  guard,  even  at  school,  against 
an  excess  of  memory  work.  To  this  faculty  is  applicable  in 
particular  the  rule  proposed  by  Kant :  ''Cultivate  separately 
no  faculty  for  itself ;  cultivate  each  in  view  of  the  others," 
Unduly  cultivated,  the  memory  annuls,  ao  to  speak,  the 
other  faculties,  and,  according  to  the  saying  of  Vauve- 
nargucs,  ''we  must  have  memory  only  in  proportion  to 
our  intelligence." 

Rut  there  is  nothing  to  fear  of  tlie  memory,  provided  wo 

hold  it  to  its  place  and  consider  it  only  as  an  auxiliary  fac- 

nlty,    '*  as    a  marvelous   instrument,"  to  use   Montaigne's 

L  phrase,  "without  which  tfie  judgment  can  hardly  perform    ■ 

I  its  office."    WLen  intrusted  to  a  living,  active  mind,  which 

■  preserves  the  liberty  of  its  judgments,  things  eomraitted  to 

I  the  memory,  however  numerous  they  may  iie,  animate  and 

I  vivify  tlie  intelligence,  far  from  benumbing  and  stifling  it; 

I  they  furnish  it  without  encumberini^  it.     Moreover,  they  are 

I'bere  the  starting-point  of  a  whole  harvest  of  new  ideas.     As 

He.    Marehef-Girard  has    said,    with    some   exaggeration, 

"  the  memory  is  not  a  tomb,   but  a  cradle  in  which  ideas 

124.  Memory  and  Verbai  Repetition. — The  discredit 
into  which  memory  has  sometimes  fallen,  is  chiefly  due  to 
Hie  confusion  made  between  memory  proper  and  repetition, 

.  that   is,    a    particular    form    of    the    use    of    the    memory. 

I  £veQ  were  we  to  proscribe  verbal  repetition,  and  renounce 


'  Dea  FacidUfs  humaines,  p.  275. 
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3  tile  less  oeceBsory 


learning  hy  heart,  it  would  be  i 
develop  the  memory. 

But  verbal  repetition  itself  ia  far  from  deserving  all  i 
criticism  wliich  it  has  received, 

125.   Opikion    op  Hehbert    Spescee. — Herbert    SpeoJ 
cer  is  one  of  those  who  have  the  most  vigorously  < 
demned  the  method  of  memoriter  recitations. 

"  The  once  imiTerBal  practice  of  learning  by  rote  is  daily  i 
more  into  diacredit.     All   modem   authorities  condemn   the   olff" 
mechanical  way  of  leanimg   the   alphabet.     The  multiplication- 
table  ia  now  frequently  taught  experimentally. 

"  In  the  acquirement  of  languages,  the  Graumiar-achool  plan  is 
being  Buperseded  by  plans  baaed  on  the  spontaneous  process  fi 

lowed  by  the  child  in  gaining  its  mother  tongue The  n 

system,  like  other  systems  of  its  age,  made  more  of  the  forms  a 
symbols  tlian  of  the  thing  syrobolined.  To  repeat  the  i 
correctly  was  everything;  to  understand  their  meaning,  nothings 
and  thus  the  spirit  was  sacrificed  to  tie  letter.  It  ia  at  lengt 
perceived  that,  in  this  case  as  in  others,  such  a  result  U 
dental  but  necessary,  —  that  in  proportion  as  there  is  attenticai 
to  the  signs,  there  must  ba  inattention  to  the  thing  signified." 

In  this  quotation  we  again  oliaerve  Mr.  Spencer's  babitH 
ual  faults,  his  lofty,  absolute  assertions,  devoid  of  measoi 
and  80  of   justness.     That   abuse    was  once  made,  and  i 
still  made,  of  memory  lessons,  no  one  denies;  we  still  re-fl 
call  what  painful  and  dreary   hoars  of   study   we  spent  at 
college  in  repeating    in  a  low  voice  long    texts  of   Greek- 
Latin,  and  French.     But  because  too  much   was  formerly 
learned  by  heart,  at  college  and  even  at  school, 
reason  why  nothing  at  all  should  now  be  learned  by  heartfl 


126.   Arguments    pko 


t. — The    adversaries   i 
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nrbal  repetition  defend  Ibeii'  positiuu  ou  various  grounds. 
Auierican  educators  are  cliatinguislied  for  the  ardor  of 
their  attacks.  Thus  James  Jobonoot  asserts  that  the  sys- 
tem of  instruction  which  consists  in  making  pupils  learn  by 
heart  hus  do  longer  any  justification  in  modern  societies, 
where  it  ia  of  less  consequence  to  maintain  blind  tradi- 
tions and  inconsiderate  respect  for  the  paat,  than  to  for- 
tify tlie  reason  and  to  promote   personal    reflection,^ 

Evidently  the  alignment  is  valid  only  against  a  system 
of  memorizing  carried  to  un  extreme  in  which  is  required 
a  literal  repetition,  word  for  word,  in  all  branches  of 
instruction,  even  in  those  where  it  is  least  appropriate, 
as  in  the  sciences  and   in   ethics. 

Other  educatora  allege  that  tlie  result  of  memoriter  tasks 
is  not  worth  the  trouble  that  is  taken  to  attain  it.  What 
does  it  profit  a  pupil  to  repeat  ready-made  phrases  and 
to  acquire  a  knowledge  that  is  purely  verbal?  "To  know 
by  heart  ia  not  to  know,"  Montaigne  has  said.  More- 
over, literal  repetition  requires  an  intense  effort  and  a 
great  sacrifice  of  time.  The  mind  is  wearied  and  ex- 
hansted  in  this  effort ;  and  while  the  pupil  is  tormented 
and  burdened  by  his  lessons,  the  time  passes,  precious 
time,  which   might   be    better   employed. 

We  reply  that, "at  least  in  certain  cases,  the  idea  can- 
not be  separated  from  the  only  words  which  adequately 
express  it,  and  that  it  is  necessary,  consequently,  to  retain 
them  exactly.  We  are  not  really  masters  of  our  own 
thoughts  tuitn  we  have  found  the  words  which  are  fit  to 
express  them.  In  quite  a  lai-ge  number  of  cases,  to  know 
by  heart  is   the  only   means  of  knoniiig. 

From  another  point  of  view,  effort  is  necessary  ia  ed- 
ucation.    It  is  not  well  to  treat  the  child   too  tenderly, 
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and  to  absolve  Lim  from  all  labor  in  verbal  memorizing, 
on  the  ground  that  he  will  have  understood  and  vaguely 
retained  the  meaning  of  what  is  taught  him.  The  ob- 
jections which  we  have  just  examined  bear  against  the 
abuse  of  verbal  repetition  employed  indisexeetly  and  to 
exeess.  rather  than  against  the  disereet  and  moderate  use 
of  literal  repetition,  in  subjects  where  it  ia  indispensable. 


127.    Where    Lftesai.    EBPETmos'    is    recessaby.  — An 

English  educator,  Mr.  Fitch,  has  concisely  stated  the  rule 
that  determines  the  cases  in  which  literal  repetition  is 
necessary : 

"  When  tlie  object  ia  to  have  thoughts,  facts,  reasonings  repro- 
duced, seek  to  bove  them  reproduced  in  the  pupil's  own  words. 
Do  not  set  the  faculty  of  mere  verbal  memory  to  work.  Bat 
when  the  words  themaelvea  in  which  a  fact  is  embodied  have 
Bome  special  fitness  or  beauty  of  their  own,  when  they  repre- 
sent some  scientific  datum  or  central  truth,  which  could  not 
otherwise  be  bo  well  expressed,  then  see  that  the  form  as 
well  as  the  substance   of  the   expression  is   learned   by  heart."' 

According  to  this,  it  is  easy  to  fix  the  limit  which 
verbal  repetition  should  not  pass.  In  grammar,  the  prin- 
cipal rules ;  in  arithmetic,  the  definitions ;  in  .geometry, 
the  theorems ;  in  the  sciences  in  general,  the  formulre ; 
in  history,  a  few  summaries ;  in  geography,  the  expla- 
nation of  certain  technical  terms ;  in  ethics,  a  few  max- 
ims ;  these  are  things  which  the  child  ought  to  know 
word  for  word,  verbalim,,  on  the  condition,  of  course, 
that  he  perfectly  understands  the  moaning  of  what  he 
recites,  and  that  his  attention  is  called  to  the  thought 
not  less  than  to  the  form  of  expression.  Nothing  should 
be   intrusted    to    memory    except    that   which    the    intelHM^ 
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^ence  has  perfectly  comprehended,  EverythiDg  else  must 
be  referred  to  the  liberal  memory  of  thoughts,  not  to  the 
strict  memory  of  words  ;  and  it  is  as  mischievous  as  it 
is  useless,  and  as  dangerous  as  it  ia  dilticult,  to  require 
long  pages  of  bistory,  of  grammar,  and  of  physics,  to 
be    learned   by   heart. 


128.  ExEROiaBS  IN  Memorizing. — There  is,  however, 
another  important  use  of  verbal  repetition, — the  literal 
etndy  of  choice  extracts,  selections  in  prose  and  verse 
suitable  for  enriching  and  adorniug  the  memory  of  children. 
'■Esertiaea  in  exact  memorizing  are  not  suiHciently  em- 
ployed in  our  schools." '  Thei-e  is  no  better  means  of 
forming  the  taste  of  pupils,  of  teaching  them  to  feel  and 
enjoy  eloquence  and  poetiy,  the  power  of  beautiful  thoughts 
and  tlie  cliarm  of  fine  language.  Even  a  careful  reading 
does  not  always  suffice ;  it  must  be  accompanied  from 
lime  to  time  by  verbal  recitation.  By  this  means  you 
constrain  the  memory  to  an  effort  of  marlted  intensity, 
to  a  real  concentration  of  the  attention.  You  also  oblige 
the  child  to  speak.  Finally,  by  tliis  means  the  child 
penetrates  more  deeply  into  the  processes  and  the  art 
of  the  great  writers  ;  he  appropriates  their  stj'le  and  forms 
within  himself  a  treasuiy  of  beautiful  models  which  the 
mind  of  the  pupil  unconsciously  recalls  when  be  himself 
^^xnnes   to  write. 

^B    The    recitation    of    authors    is    not    only    an  exercise    in 
P^iemory,    but  also   in    language   and     pronunciation ;     and 
finally,  it   is  an  excellent  preparation  for  writing,  for  origi- 
nal   composition.     But  we  do  not  forget  the  difficulty  there 
U  in  choosing   selections    for  recitations.     In    fact,   in   tiie 
lata  which  are  to  be  learned  by   heart  there  must  be 


*  £.  Bendu,  Mamul  de  I'enaeigiteaieta  priinaire,  p.  201. 
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foaad  united  the  talent  of  the  wi-iter  and  the  Bimplicity  of 
a  ttionght  which  is  just,  pure,  in  a  sense  popular,  and 
within  the  range  of  the  joung  hearers  whom  we  are 
uiB  true  ting. 

123.  Abose  of   Verbal    Memorizing. — We  should   be 

careful,  however,  not  to  go  to  extremes.  On  this  point 
we  recall  the  saying  of  Dr.  Johnson.  One  day,  as  he  was 
visiting  a  school  where  the  custom  of  learning  fables  was 
in  fashion,  a  lad  stepped  forward  to  declaim  a,  selection 
for  the  Doctor,  while  at  his  side  his  younger  brother  was 
preparing  to  recite  another  selection  for  him.  "  My  little 
fellows,"  said  Johnson,  interrupting  the  one  who  was  speak- 
ing, "could  you  not  recite  for  me  your  verses  both  at 
once?  "  But  it  is  not  merely  because  tliey  are  insupportable 
to  others  that  we  condenm  those  who  are  too  much  given 
to  recitation,  but  because  they  render  no  sort  of  seiTiee  to 
themselves  and  waste  their  own  time.  We  have  not  the 
least  admiration  for  those  wonderful  feats  of  memory  which 
consist,  for  example,  as  Rabelais  has  said,  in  making 
sport  of  them,  in  reciting  a  book  from  beginning  to  end, 
backwards  and  forwards. 

'•I  would  prefer,"  said  Madame  de  Maint«non,  in  speaking 
of  her  pupils  of  Saint  Cyr,  "  that  they  retain  only  ten  linea 
wliich  they  perfectly  understand,  rather  than  lesru  a  whole 
volume  without  knowing  what  they  are  repeating." 

130.  Choice  oe  Exercises. — Little  and  well,  —  such, 
then,  will  be  the  rule  in  the  matter  of  memorizing.  In 
making  selections,  preference  will  be  given  to  extracts 
which  are  interesting  and  varied,  now  in  verse  and  now 
in  prose,  and  especially  in  verse  for  little  children.  Care 
will  be  taken  to  n-ad  them  aloud  to  the  class  before 
causing  them  to  be  learned,  so  that  the  exercise  in  reci- 
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tatioQ  shall  at  first  be  a  rending  lesson.  Then  these  ex- 
ercises wUl  be  carefully  expluined.  We  are  not  of  those 
who  think  that  the  memory  should  ever  anticipate  the 
inttlligejKje,'  and  that  it  is  well  to  bi^in  with  a  sort  1 
of  mechanical  culture  of  the  memory  by  requiring  things 
to  be  learned  which  are  not  understood.  The  child,  doubt-  I 
lees,  with  his  rnarveloiis  facility  at  memorizing,  will  sub- 
mit to  this  mechanical  labor;  hut  in  doing  so  he  will 
contract  a  dangerous  habit  from  which  bo  will  suffer  all 
his  life,  —  that  of  repeating  like  a  parrot  phrases  of 
which   he  can  give  no  account. 

131.    SUMMAKY   OF  THE     CONDITTONB     FOR    THE     DeVELOP- 

KEST  OP  THE  Memory.  —  An  English  educator,  Mr.  Blaclde, 
has  happily  summed  up  the  principal  contUtions  to  be  ful- 
filled for  assuring  strength  of  memory,  or  for  re-enforcii^  I 
its  weakness.*     These   conditions    are   the    following : 

1.  The    clearness,    Tivacity,    and    intenaitj    of    the    original 
impression. 

2.  The  order  and  classiflcation  of  the  fact^. 

3.  Repetition.    "If  the  nail  does  not  go  in  at  one  stroke, 
let  it  have  another  and  another." 

4.  The  power  of  logical  sequence.  "  The  man  who  is  slow  1 
to  remember  without  a  reason,  searches  after  the  causal  J 
connection  of  the  facts,  and,  when  he  has  lomid  it,  binds  to  I 
gether  by  the  bonds  of  rational  sequences  what  the  constitu-  1 
tioD  of  his  mind  disinclined  hiui  to  receive  as  an  arbitrary  ] 
and  unexplained  succession." 

5.  The  artificial  relations  established  between  the  tbtnga  I 
remembered. 

6.  The  use  of  written  notes.  "The  lack  of  a  memory  nat-  I 
orally  good,"  said    Montaigne,   "caused    me    to  make  one    cf  | 
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To  these   conditioos,    wliieli   are   all   of   the    psycholo{ 
cal  order,   there   inust    be   added,   for  the   sake  of  com 
pleteness,   the  phyaical    conditioQB. 

"The  first  general  circumstance  favoring  retentiveneas," 
Mr.  Bain,  "is  the  physical  conditioD  of   the   individual  .  .   . 
It  includes  general  health,  vigor,  and   freshnes.s  at  the  moi 
together   with   the   further   indispensable   proviso  that  the   i 
tion,   instead   of    being    drafted    off    to    strengthen    tbe 
physical  functions,  ia  allowed  to  run  in  gi 

Everybody  knows  by  experience  that  the  power  of  the 
memory  ia  greater  after  a  meal  than  before  it,  after 
sleep  than  before  it. 

132.    Mnemonic  Devices.  ^Educational  writers  have  oftfl 
recommended    the  use    of    artificial    methods,    which, 
eetablishiag  an  artiiicial  bond  between  recollectioDB, 
their   durability   and  facilitate    their  recall. 

But,  in  the  first  place,  mnemoaic  devices  have  the  i 
advantage  of  accustoming  the  miud  to  wbitrary  and  , 
perficial  associations  of  ideas.  Had  they,  with  respect 
to  the  development  of  the  memory,  all  the  efficacy  which 
is  ascribed  to  them,  it  would  still  be  necessary  to  oon- 
demn  them,  by  reason  of  the  mischievous  influence  vhid 
they  might   exert  upon   the   judgment   and   the  i 


ipecl 
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'  Ediicotiim  as  a  Science,  p.  22.  However  much  disposed  wa 
may  be  to  lake  into  account  the  physical  conditions,  we  believe 
that  in  pedagogy  we  must  be  cautious  of  considerations  of  Uiis 
uatnre.  We  do  not  see  what  education  can  gain  from  ohserva- 
tiouB  like  these :  "  The  words  which  we  make  use  of  in  our 
thoughts  do  not  appear  in  consciousness,  except  through  the  ac- 
tivity of  the  special  cells  which  are  situated,  in  general,  i 
tliird  frontal  convolution  of  the  left  hemisphere."    (From  an 

I  the  R^ciUtlion  elaasique,  by  M.  Douliot,  In  the  Reone  ie  Pen 
i,  1886.) 
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But  still  fuithef,  wliat  must  we  think  of  these  devices 
ftfi  they  affect  the  memory   itself? 

"Artificial  bonds  of  aasociatioli,"  anye  Mr.  Blackie,  "may 
also  sometimes  be  found  useful,  as  when  a  school-boy  remetn- 
btifs  that  Abydos  is  on  the  Asiatic  coast  of  the  HeUespont, 
because  both  Asia  and  Abydoa  commence  with  the  letter  A ; 
but  such  tricks  suit  rather  the  necessities  of  an  ill-trained 
govemeas  than  the  uses  of  a  manly  mind.  I  have  no  faith 
in  the  systematic  use  of  what  are  called  artificial  mnemonic 
systems ;  they  fill  the  fancy  with  a  set  of  arbitraiy  and  • 
ridiculous  symbols,  which  interfere  with  the  natural  play  of 
the  faculties.  Dates  in  history,  to  which  this  sort  of  machin- 
ery has  been  generally  applied,  are  better  recollected  by  the  casual 
dependence,  and  even  the  accidental  contiguity,  of  gi'eat  niimes."  * 

The  true  mnemonics  is  that  which  is  founded  on  the 
real  relations,  the  natural  association  of  ideas,  and  upon 
the  method  and  l<^ical  order  which  should  be  introduced 
into  instruction.  On  the  contrary,  the  mnemonics  which 
lased  on  artificial  resemblances  and  conventional  re- 
lations may  be  useful  for  preserving  a  parttculaj-  remem- 
brance ;  but  it  is  injurious  to  the  general  culture  of  the 
I  memory.  Everything  that  aids  the  memory  does  not,  in 
fact,  strengthen  it;  and  it  contracts  bad  habits  by  being 
furnished  with  exterior  supports  and  artificial  aids,  which 
disqualify  it  for  relying  upon  itself  and  upon  the  nature 
of  things. 

IS.  The  AasociATion  of  Ideas.  —  The  association  of 
Fideas  ia  one  of  tlie  essential  laws  of  the  development  of  the 
V  memory,  in  the  sense  that  our  recollections  are  connected 
J  with  one  another^  that  their  connection  fixes  them  in  the 
\  mind,  and  that,  once  associated  by  any  bond  whatever,  the 
f  appearance  of  one  suffices  to  evoke  the  other.     This  is  why 

'  Blackie,  op.  cit,  pp.  30,  21, 


13fi 


THEORETICAL   PKDAGOGY. 


new  studies,  which  by  the  attraction  of  their  very  novel^  i 
excit«  the  atteution,  fatigne  and  (Kecoucert'tiie  memor;,  ^ 
because  the  ideas  which  th*y  suggest  to  the  mind  do  Dot  find  1 
these  points  of  support,  tliat  is,  other  auiilogouB  ideas  toj 
which  they  can  be  attached. 

In  the  culture  of  the  memorv  the  teacher  will  tben  t 
advantage  of  the  association  of  ideas  and  of  its  differeiit<l 
principles,  —  some  of  them  accidental  and  exterior,  like  con- I 
tiguity  in  time  and  space ;  others  intrinsical  and  logical,  like] 
the  relation  of  cause  to  effect.  The  more  relations  that  a 
established  among  the  items  of  knowledge,  the  greater  will  1 
be  the  association  of  ideas,  and  the  more  active  and  tena-  | 
cions  the  memory.  Saint  Franijois  de  Sales  said, 
pointed  way :  "  A  good  way  to  learn  is  to  study ;  a  t 
is  to  listen  ;  the  very  best  is  to  teach ! " 

If  the  Iteat  way  to  learn  is  really  to  teach,  it  is  precuael;^ 
because  the  teacher  is  obliged  to  classify  and  co-ordinate  the! 
knowledges  which  he  teaches,  and  to  subject  them  to  &  ri^  T 
oruus  and  methodical  order. 


IM.  Different  Forms  of  the  Mkmobt.  —  "We  speak.] 
of  the  memory,"  says  M.  Legouvi' ;  "we  should  say  memo-J 
ries."  In  truth,  there  is  a  memory  of  facts,  a  memory  of  I 
words,  a  memoiy  of  ideas,  a  memory  of  dates,  of  places,  I 
and  still  otiiers ;  and  these  different  memories,  while  not  I 
excluding  one  another,  are  rarely  found  united  in  the  same  ' 
person.  One  who  retains  imperturbably  a  series  of  figures 
and  computations  will  be  incapable  of  recalhng  the  forma  of 
objects  and  the  appearance  of  persons.  It  is  habit,  it  ia 
frequent  and  repeated  exercise,  whicb  contributes  more  than  | 
nature  to  the  development  of  these  different  dispositions.  I 
Each  profession,  each  trade,  tends  to  favor  tbe  one  or  tl 
other.  At  school,  the  duty  of  the  teacher  should  be  1 
oppose  these  specializations  of  the  memory  and  not  permi^ 
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it  to  be  devoted  exclusively  to  the  acquisition  of  a  single 
kind  of  knowledge. 

In  a  word,  the  memory  ought  to  be  developed  in  all  direc- 
tions, in  behalf  of  abstract  ideas  as  in  behalf  of  sensible 
images  and  notions.  It  should  be  a  flexible  and  general 
power  of  acquisition,  which  lends  itself  to  all  the  labors  of 
thought  and  to  aU  the  occupations  of  life.  If  it  is  but  the 
guardian  of  a  privileged  class  of  recollections,  it  will  still 
render  important  services,  but  services  which  are  restricted 
and  particular;  it  will  no  longer  be  the  universal  faculty 
which  it  should  be,  the  servant  of  the  intelligence,  a  servant, 
moreover,  with  which  we  cannot  dispense. 
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135.  Office  of  the  Imagination.  —  The  imagiDation  U 

Dot  one  of  those  essential  fLttulties  which,  like  the  memory, 
take  part  in  all  the  mental  operations,  or,  like  the  judgment, 
are  constantly  making  manifest  the  activity  of  the  spirit. 
It  IB  impossible  to  imagine  an  intelligence  which  cannot 
recollect,  which  cannot  judge ;  but  it  ie  possible  for  us  to 
conceive  of  a  man  without  imagination. 

The  judgment  is  the  normal  act  of  the  intellectual  life ; 
the  memory  is  one  of  its  necessary  conditions.  The  imagi- 
nation is  but  an  auxiliary,  accessory  faculty ;  it  merely  inter- 
venes on  occasion  to  aid,  and  sometimes  to  impede  in  their 
development,  the  other  powers  of  the  soul. 

136.  Behepith  of  the  Imasination. — We  by  no  means 
deny  the  great  and  real  services  which  the  imagination  is 
called  to  render,  either  in  practical  life,  in  literature  and  the 
arts,  or  even  in  science.  We  do  not  forget  that  it  em- 
bellishes existence  by  the  golden  dreams  with  which  it  lulls 
us,  that  it  nourishes  our  hopes,  and  that  it  fills  by  its  sweet 
contemplations  the  chasms  and  mtervals  of  active,  reflective 
life.  Nor  do  we  forget  that  it  is  the  inspirer  of  poetry  and 
the  handmaid  of  art,  and  that  without  it  literature  would  be 
but  a  cold  and  insipid  photograph  of  reality.  The  scientist 
himself  has  need  of  imagination,  for  it  suggests  to  him 

1  fruitful  hypotheses  and  bold  inventions,  which  often  put  him 
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on  the  roate  toward  the  truth ;  and  a  pUtloaopher  has  said- 1 
that  a  chapter  on  logic  might  be  written  with  this  title:' 
Errors  committed  through  default  of  imagination,^ 

137.  Dangers  of  the  Imagination.  — But  if  it  is  easy  to 
extol  the  imagination  and  its  henefita,  it  is  none  the  less  so 
to  decry  it  and  point  out  its  dangers.     Of  how  many  errors  ] 
and  iliusioDS  is  it  not  the  source  !     Pascal  harshly  character-  I 

■'the  enemy  of  reason,"  "the  mistreas  of  error  I 
and  falsehood,"  Malebranche  called  it  "the  madcap  of  the  | 
honse,"  to  express  the  error  and  the  disorder  which  it  c 
excite  in  the  eoiil. 

The  education  of  the  imagination  will  not,  then,  be  merely  | 
I  work  of  excitation  and  development. 

Like  the  sensibility,  like  all  the.  disturbed  and  disturbing.] 
faculties,  susceptible  of  good  and  of  evil,  the  imagination  I 
must  be  supervised,  restrained,  and  directed. 

"Other   facultiea,"  says   Madame    de  SauBanre,    "funiish  i 

caaion  for  cotistraiiit.  Every  innocent  exerciBe  which  tends  ' 
to  strengthen  the  attention,  the  reason,  and  the  memory 
fomiB  a  part  of  our  plan,  and  we  can  employ  it  without  hesi- 
tation in  the  work  of  development;  but  the  moment  the  im- 
agination becomes  the  subject  of  our  attention,  all  becomes 
more  delicate  and  dangerous.  To  restrain,  to  regulate,  to 
moderate,  is  often  more  necessary  than  to  develop;  and  yet 
I  who  would  extinguish  the  imagination?" 

138.  Its  Powek  in  CniLUiiooD. — All  the  philosophers 
save  Rousseau,  who,  continuing  to  isolate  himself  in  his  par- 
ftdoxes,  denies  imagination  to  the  child,  after  having  denied 
bim  memory,  —  all  the  observers  of  chUdhood  are  in  accord 

'  in  recognizing  in  this  period  of  life  the  precocious  deveiop^^- 
ment  of  the  imagination.     Madame  de  Saussure,  who  ho^j 

'  Paul  Janet,  Philoaophie  du  bonheur,  p.  81. 
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written  npon  this  subject  one  of  the  Guest  chapters  of  htx 
excellent  book,  declares  that  at  the  begiuning  of  life  the 
imagination  is  "all-powerfol."' 

It  is  Kant's  opinion  that  the  infant  imagination  is  ex- 
tremely vivid,  and  tbat  it  needs  to  be  governed,  not  to  be 
enlarged. 

139,    Its  Different  Forms. — But  before  going  farther, 

in  order  to  introduce  greater  clearness  into  a  question   of 

such  delicacy,  it  is  important  at  this  point  to  distinguish  the 

two   principal   forms   of    the   imagination,  —  one   which    is 

ordinarily  called   the  representative  imagination,  which   is 

hardly  more  thau  vivid  memory,  the  faculty  of  recalling  with 

[  the  eyes  closed  wliat  we  have  seen  with  the  eyes  open ;  the 

other,  which  is  in  tnith  the  im:^ination  proper,  tbat  which 

I  invents  and  combines  under  new  forms  the  images  borrowed 

I  from  the  memory-     The  representative  imagination,  more- 

I  over,  is  the  starting-|>oint  of  the  other,  the  humble  cradle  of 

I   a  faculty  summoued  to  tlie  most  briUiant  destinies. 

"The    imagination,"    says    Madame    Pape-Carpantier,    "that 

precious  endowment,  has   been   given   to  the   child   in   order  to 

permit   him,  when    he    haa    imitated    what    he    has    seen,    (o 

,    coustruct  for  himself,  in  his  turn,  things  that  are  new.    Thus 

this    faculty    is    endowed    with    an    incessant    activity,    which 

ever   urging    the    child   to    action.     It   is   only   rarely,   then, 

'  that  we  have  to  stimulate  the  imagination ;  but  we  have   to 

offer  it    wholesome  aliment  and    open  to  it  straight    and  be- 

'  coming  paths."" 


140.  The  Representative  Imagination.  —  We  might  be 
tempted  to  tbiolt  that  the  representative  imagination, 
manifestly  useful  to  the  artist  and  the  painter,  who  need 

1  ^duauion  progreiuiw.  Tom.  11.,  p.   207,  Cb.  VIII. 

•  Madame  Piq)e*arpantier,  Court  complet  S^baaUon,  1874.    
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BCo  form  vivid  represeatations  u£  objectSn  reuders  uo  ser- 
■rice  to  the  cliild  and  plays  no  part  in  the  earliest  edaca- 
Blioa ;  but  a  little  reflection  sufflcea  to  prove  the  contrary. 
B  A  vivid  representation  of  the  letters  of  the  alphabet 
■will  be  of  great  seivice  in  teaching  to  read  and  write 
■quickly  and  well.  Further  on,  in  the  tracing  of  maps, 
■In  tlie  study  of  geometry,  and  stiU  more  ia  the  exer- 
fttdses  in  drawing,  children  well  endowed  with  respect  to 
^Xhe  imagination,  and  accustomed  to  conceive  with  clear- 
KBesa  the  material  forms  of  objects,  wiE  have  no  difficulty 
Ka  surpassing  their  comrades. 

■    Even   in   the    study   of    orthography,    the   representative 
Hmaginatiou  has  its    importance.     How  shall    we  explain'" 
Hiie   fact  that  one  child,   as   iutelligent  as    another,   who 
Bbas   even    read   much   more,    is    nevertheless    much   slower 
Bb   learning   to   spell  P     The    cause   of    this  is   probably   in 
^^e  weakness  of  the  representative  imagioatioa.     Certain 
H^ildren,    who   read  readily,    in   some   way  do   not  foUow 
^nie   text  except  by   the   thought ;    theii'  eyes   are   not  suf- 
Bciently   fixed    upon    the    words    themselves   and   upon  the 
ftlemente  which    compose  them.     80  that,  when   asked  to 
nirrite  from  memory  a  word  which  they  have  read    for  the 
tenth  time,   they  buugle  and  disfigure    it,  they  do  not   re- 
produce   all   ita   letters;    like     unskillful    draftsmen,    who 
through  defective  imagination  cannot  represent  with  exacts 
B89  the  object  which    they    have  seen  and    which    they 
ish  to  draw  from   memory. 

I  141.   Culture  of  the   Representative   Imaoination.— 

%ough  the    representative  imagination,  like   the   memory, 

instinctively    very    powerful,  it    may    nevertheless    be 

object   of  a   special   cultiue.     Exercises   in    intuition, 

)   tttrme  employed  by  Fi^Ji^talozzi,  are  especially   adapted 

j- lliiB  edncation.    JUr.  Bain  states  that  almost  the  only 
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L  means  of  streDgtheniog  this  faculty  is  bj  making  addi- 
raoDS  lo  our  knowledge ;  but  on  this  condition,  however, 
Uhat  we  have  due  regoi-d  to  the  precisioD  of  the  knowl- 
edge communicated,  and  to  the  clearness  and  vividness 
hft  the  perceptioDB  we  acquire.  A  multitude  of  ideas, 
loonfuBedly  and  vaguely  conceived,  would  teed  only  to 
bliefog  and  obscure  the  imagination.  In  .order  to  Imagine 
tirelt,  we  must  begin  by  seeing  welL 
(  Accustomed  to  conceive  clearly  and  distinctly  whatever 
tiie  senses  perceive,  the  imagination  will  become  a  good 
instrument  of  intuition,  invaluable  not  only  for  recalling 
objects  that  we  have  seen,  but  also  for  representing 
Objects  that  we  have  not  seen.  In  fact,  the  imaginative 
taculty,  in  its  higher  manifestations,  is  something  more 
tiian  the  mere  photographic  reproditction  of  what  has 
been  really  perceived ;  it  allows  us  to  conceive  with 
dearness  any  object  whatever  from  a  simple  verbal  de- 
scription of  it.  It  is  a  great  help  in  the  study  of 
bistory  and  geography,  becanse  it  places  the  child  in  a 
position  to  see,  with  the  eyes  of  the  mind,  the  places, 
the  events,  and  the  men  that  are  the  subjects  of  the 
lesson.  It  animates  instruction,  gives  vividness  to  ideas 
and  coloring  to  events,  and  so  inspires  an  interest  in 
the  subject  in  hand. 

Care  must  be  taken,  however,  that  the  child  does  not 
make  a  misuse  of  the  conceptive  faculty.  Very  much 
I'disposed  to  think  by  images,  he  has  not  at  bis  dispo- 
flition,  in  the  early  years  of  his  life,  that  algebra  of 
thought  called  language.  Back  of  each  woi-d  that  lie 
pronounces,  he  sees  with  its  details  of  form  and  color, 
the  object  designated  by  that  word.  If  pushed  too  far, 
this  is  a  dangerous  habit,  because  it  obstnicts  the  clearness 
,and  the  celerity  of  thought,  and  causes  the  pupil  to 
liter  amid    useless   imaginings.     The   image  should    not 
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THfle  the  idea  and  obstruct  the  work  of  abstract  thought, 
by  mingling  with  them  a  train  of  sensible  representations. 

Let  U3  add  that  the  representative  imagination  should 
not  be  eonsidered  merely  an  instrument  which  is  to  be 
made  deft  and  strong.  It  ia  a  direct  source  of  acqui- 
sitions; it  peoples  our  consciousness  and  heart  with  a 
world    of   images   and   recollections. 

Hence  the  need  of  careful  oversight  and  of  choice 
ill  the  first  impressions  of  the  imagination.  TJie  child 
must  be  shielded  from  whatever  is  ugly,  repulsive,  and 
immoral.  Madame  do  Scvigne  was  fond  of  repeating 
the  saying,  "To  the  pure  all  things  are  pure."  In 
other  terms,  in  a  soul  healthy  and  pure  unwholesome 
impressions  leave  no  trace  of  evil.  Perhaps  this  ia  true 
of  consciences  already  formed  and  of  characters  already 
established,  whose  inclinations  are  strong  enough,  whose 
habits  are  sufficiently  fixed  to  reject  every  impure  alloy, 
and  which  can  encounter  the  most  pernicious  impressions 
with  impunity;  iiut  this  saying  is  not  applicable  to  the 
child  whose  mind,  in  the  process  of  formation,  is  im- 
pregnated with  everything  that  touches  it  and  opposes 
resistance    to   no   impression.' 

That  which  is  best  adapted  to  the  early  culture  of 
the  imagination  is  the  spectacle  presented  by  nature. 
Before  he  is  capable  of  becoming  interested  in  the  works 
of  man,  the  child  ia  already  disposed  to  admire  "  the 
^rand  poem  which  the  finger  of  God  has  written  on  the 
surface   of   the   earth." 

"Often  take  children,"  saya  Gauthey,  "to  the  bosom  of  nature, 
that  they  may  there  revel  at  will  in  colors,  forms,  and  perfumes."  * 

'  "New  vases  preserve  the  taste  at  the  firat  liquor  that  is  put 
)  them:  and  wool,  once    colored,    never   regains  its   primitive 

tS,  J)t  l'£diuatim.  Fans,  16M,  Taut.  L,  p.  404. 
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142.  PictuRBS  PROPERLY    SO  cAi-LED.  —  Tt  Is   HO  longer 
necessary   to   call     tbe    utteotion    to    the     importance    of 
pictures    and  to   the    part   wliiub   they     may     play    in  in- 
struction.    On    every    hand   the    art   of   picture- making  is  i 
being  developed,    and   the    representations   of   real   object^H 
are  scattered  every  where.  ^  upon  the  walls  of  onr  schools' ■ 
rooms,    in   works   of   standard  literature,  upon   tbe   coven  I 
of  pupils'   note-hooks, 

" Could  we  show  objects  to  children  and  have  them  touched! 
and  haudled,  it  would  doubtless  he  hei^t ;  hut  if  objects  arftfl 
out  of  reach,  or  are  of  such  a  nature  as  to  make  direct  prea^J 
entation  impossthle,  the  teacher  who  can  draw  calls  to  hiBV 
aid  books  of  engravhigs,  maps,  or  pictures.* 

The   picture,  then,    has  gained   for  itself   a  place ;  ani 
since  the  day  of  Comenius,  who  in   his    Orhis  Pidus  ■ 
the  first  to   employ  it  as     a  means  of   instiiiction,  it  i 
become   popularized    and    at    the    same    time    perfected^B 
Children   love    them ;     there    is    no   doubt  on   that    point.  , 
Some   teachers    assert   that   girls    are    even   more    fond   of 
tbem    than    boys    are.     At    any    rate,    pictures    are    the 
first   poesy   of    childhood,    and    are   to   be    conunended   in 
the  first  place   becauae  they  furnish  amusement  and  reo-j 
reation.     But   they  are   also   a   means   of    developing 
representative   imagination,    of    fixing    the    attention,    ant 
of   making   study    attractive.     Finally,    they    are    a   scboofl 
of   positive   instruction,   and  at  the   same   time  a  prepa-l 
ration   for   an   education   in   art. 

143.  The  Creative  Imagination.  —  The  expression  cre(»J 
tive  imagination  has  the  sanction  of  usage,  but  it  is  certainljl 
inexact.     The  imagination  acts,  invents,  arranges  accordinfi 
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to  its  fancy,  magiiifles,  contracts,  modifies  in  a  thousand 
wnys  tlie  elements  it  bon'ows  from  reality,  and  gronps  the 
tmngeB  furnished  by  the  observation  and  the  memory  in 
accordance  with  an  ideal  which  it  conceives ;  but  in  no  trae 
sense  does  it  create. 


^  144.  DoKS  IT  Exist  in  the  Child? — Whatever  name  we 
'  give  it,' — and  we  pi-efer  to  call  it  the  active  or  inventive 
imagination,  —  it  is  developed  at  a  quite  early  period. 
There  comes  a  moment  in  the  life  of  the  child  when  the 
spirit  is  no  longer  merely  a  faithful  memory  and  a  passive 
reproduction  of  what  the  senses  have  perceived  ;  when  from 
the  shock  of  multiplied  representations  and  from  the  clash 
of  various  images,  there  burst  forth,  under  the  stimulus  of 
the  sentimentB,  a  certain  number  of  new  and  original  con- 
ceptions which  attest  the  native  fecundity  of  the  spirit.  Of 
course  all  infant  intelligences  are  not  alike  in  this  respect. 
Perhaps  to  a  greater  degree  than  any  other,  the  inventive 
faculty  enppoBes  a  strength  of  intelligence  and  a  power  of 
sensibility  which  are  very  imevenly  distributed  by  nature ; 
Itat  it  may  l>e  affirmed  that,  with  equal  intelligence,  the  child 
[  have  the  most  imagination  who  has  read  most,  traveled 
>flt,  observed  most  things,  witnessed  moat  spectacles,  ~ 
fbo,  in  a  word,  has  at  his  disposal  most  material  which  can 

utilized  in  new  combinations  and  constructions. 
'  Nothing  is  more  varied,   however,  than  the  play  of  the 
childish  imagination  in  the  thousand  pastures  where  it  strays 
in  pursuit  of  artless  fictions  and  innocent  falsehoods. 


145.   Mtthologicai.  Tendency. — At  first,  the  child  has 
I  marked  tendency  to  personify  all  the  objects  which  sur- 


h  payeholoirista  call  it  the  am^tradwe  iniapiniitiun, 
the  imaginatjon  thai  is  sitnpl;  reproductive. 
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louad  him,  to  represent  them  to  himself  after  his  own  Image, 

to  enter  into  cooversation  with  animala,  and  even  with  inan- 
imate things.  His  mental  state  is  very  like  that  of  primitive 
people,  who  attribute  life  and  feeling  to  material  objects, 
and  invest  all  things  with  human  or  divine  qualities.  "  The 
sun  has  risen,"  a  child  was  told,  "  Who  then  ia  its  maid?" 
be  asked.  The  Greeks  believed  that  Apollo  drove  the 
chariot  of  the  sun  through  the  heavens.  The  little  child 
imagines  that  the  sun  should  be  taken  out  for  a  walk  by  an 
attendant,  just  as  be  ia  himself. 

There  is  no  great  good  to  be  expected  from  a  teiiden(7 
which  renews  for  each  child  the  ridiculous  crudities  and 
dangerous  superstitions  of  the  infancy  of  the  race.  How- 
ever, we  may  take  advantage  of  this  tendency  in  creating  an. 
interest  in  the  reading  of  fables.'  The  child,  in  order  tO' 
enjoy  La  Fontaine,  needs  really  to  believe  that  the  animals 
and  plants  speak,  and  that  they  are  really  the  authors  of 
the  acts  which  the  poet  attributes  to  them." 

Notwithstanding  Rousseau,  who  would  have  us  show 
cliildren  only  what  is  true,  let  us  allow  the  little  learner  to 
wander  off  into  fairy-land.  The  full  day  of  reason  will 
come  soon  enough  to  dissipate  the  shadows  and  phantoms 
of  the  imagination. 

146.  Poetical  Tendency. — The  difference  lietween  tha  J 
mythologist  and  the  poet  is  that  the  former  has  an  artlesA'J 
belief  in  the  fictions  of  his  imagination,  while  the  later  ea*! 
joys  them  without  beUeving  in  them.    The  poet  yields  to  a 


I 


See  the  judicious  article  of  M.  Antoina  ( 
re  de  PidogogU. 

Gauthey    gives   an   account    of    a    little    girl    who,    viaitjiig   i 
of  natural  history,  asked  to   see  some  crickets,  and   t 
shown  her.    "  'WTueh  of  these  two   crickets,"  she    said,  ' 
ne  that  had  that  talk  with  the  ant  1" 
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imi-iUiiBion  like  that  which  we  experience  at  the  theatre. 
Without  being  wiioUy  the  dupes  of  the  events  which  take 
place  in  the  drama  placed  before  our  eyes,  we  are  partially 
deceived.  We  become  interested  in  the  charactera  of  the 
play  just  as  though  they  were  real,  and  yet  we  know  that 
they  are  not. 

"Children   are    born  poets,"   says    an  observer    of    infancy; 
[d   this   is  why  we  must  entertain  them   with  poetical  ideas." 

'The  childish  imagination  easily  invents  for  itself  fictions 
lich  charm  it,  and  dramas  where  it  assigns  parts  to  im- 
aginaiy  characters.  The  sou  of  Tiedemaon  imagined  con- 
versations between  cabbage-stalks.  "Children,"  says  M. 
contrive  for  themselves  the  instruments  needed  in 
lir  little  dramas." 


^^P^We  give  them  playthings  for   the  purpose,  but    there 
^^^Ot   enough   of    these    for  aO   the   scenes   which   they 

and  the    same  toy    will   often   answer    for    severul    parts,    and 

sometimes  for  very  different  ones." ' 

Madame  Necker  de  Saussure  mentions  a  great  number  of 
instances  which  exhibit  this  poetical  tendency  of  tlie  child 
to  represent  to  himself  something  besides  what  he  has  seen ; 
and  ebe  concludes  thus : 

"The  entire  existence  of  little  children  is  dramatic.  Their 
life  is  a  pleasing  dream,  purposely  prolonged  and  sustained. 
Always  inventing  scenes,  scene-painters,  and  actors,  their  days 
glide  away  in  fictions,  and  in  their  childish  fancies  tliey  are 
almost  poets."  * 

Far  from  discouraging  this  poetic  instinct  of  the  child, 
only  thought  should  be   to  give  it  free  play.     Thus, 

lea  he  ie  weary  of  inventing  Actions  for  himself,  let  us 
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purposely  fiiraieb  bim  with  them.  Let  us  tell  him  UiomA 
fabulous  stories  fur  whieli  ho  ia  bo  hungry.  Let  ns  control 
hia  taste  for  imaginary  thinge  so  as  to  direct  it  in  our  own 
way,  and  in  this  way  let  ns  superadd  to  the  spontaneous 
development  of  the  childish  imagination  the  new  excitation 
whioh  comes  from  the  Lmagination  of  another. 


147.  Tales.  — The  austere  Kant  excludes  tales  from 
education.  It  is  impossible  to  assent  to  hb  opinion.  Tales 
bring  joy  to  the  spirit  of  the  child,  and  joy  forms  a  part  of 
intellectual  hygiene.  Moreover,  they  arouse  the  intelligence, 
and,  as  Mr.  Sully  observes,  the  child  who  at  home  takes 
most  delight  in  listening  to  stories  will,  other  things  being 
equal,  do  the  best  at  school.  Have  no  fear,  then,  of  tales, 
real  tales,  even  of  those  which  have  no  moral  pretension  and 
conceal  no  serious  lesson  under  their  pleasing  fictions. 

"When  stories  are  told  children,"  says  Mile.  Chalamet,  "why 
not  do  it  simply  for  the  purpose  of  amusing  them  ?  Why  not 
be  satisfied  with  telling  a  story  for  the  story's  sales,  to  satisfy 
the  craving  of  the  imagination  for  food?"> 

It  is  not  claiming  enough,  however,  to  recommend  tales 
simply  as  amusements.  If  they  are  carefully  chosen  and 
are  simple,  delicate,  and  chaste,  if  there  is  nothing  in  them 
that  is  gross  or  in  bad  taste,  stories  will  have  a  higher  effect ; 
they  will  be  for  the  teacher  a  sure  means  of  fixing  the  atten- 
tion by  interesting  it ;  they  wiU  !>e  an  allurement  to  future 
studies,  and  also  a  preparation  for  the  understanding  of  real 
poetry,  to  which  it  is  important  that  no  man  should  be  a 


'  L'Ecole  matemdle,  p.  234. 

^  "  What  is   the  origin  of  the   singnlar  taale   that  men  have  (or 

fairy  stories?    Is  it  because    falsehood  is  pleasauler   than   truth! 

No;  fairy  stories  are  not  falsehoods,  and  the  child   who  U  aumaed 

I  by    them   is  not  deceived  by    tbent    for  an    Instant 
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1-18.  Nabkatives. — But  it  would  be  an  error  to  thiuk 
the  ehildiBh  im^ination  can  be  exercised  only  by  nour- 
ig  it  on  fletions,  by  alluring  it  into  fairy-land.  The 
urination  may  be  as  well  applied,  and  even  with  greater 
Bt,  to  what  18  actually  real. 

By  far  the  moat  useful  exercise  of  this  faculty  is  when  it 
;kles  itself  to  realities ;  and  this  1  advise  tlie  studeut 
diiefly  to  cultivate.  There  is  no  need  of  going  to  romances 
for  pictures  of  human  character  and  fortune  calculated  to 
(lease  the  fancy  aud  elevate  the  imagination.  The  life  of 
ixander  the  Great,  of  Martin  Luther,  of  Gustavus  Adolphus, 
any  of  those  notable  characters  on  the  great  stage  of  the 
irld  who  incarnate  the  history  which  they  create,  is  for  this 
more  educational  value  than  the  best  novel  that 
was  written,  or  even  the  best  poetry."  • 
In  truth,  history  would  be  unintelligible  without  imagiua- 
In  order  that  it  may  instruct  the  child,  it  must  be 
a  series  of  pictures  passing  before  his  eyes,  and  his 
ind  must  dweU  upon  them  as  in  a  museum,  where  the 
'attention  is  fixed  now  upon  the  portraits  of  great  men  and 
now  upon  the  countries  where  the  historical  events  have 
occurred. 

As  eooi^  as  possible,  therefore,  we  should  pass  from  purely 
fictitious  stories  to  narratives  which  are  trutlifully  exact; 
but  in  these  narratives  let  us  spcalc  to  the  child  in  the 
language  of  the  imagination,  — that  language  in  which,  as  it 
is  said,  the  words  have  color.  Let  us  expect  no  good  result 
from  instruction  that  is  always  dry  and  abstract,  where  tha 
brilliant  picture  and  vivid  painting  never  come  to  animate 
tind  embellish  facts. 


Stories  are  the  ideal,  somethmg  truer  thnn  the  actual   truth,   the 
of    the    good,    the  beautiful,    and  the  true."    (Utboulaye 
iductton  to  tlie  Cov),m  hteua.) 
Cj  (^.  cit.,  p.  13. 
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149.  Necessitt  of  Poetry.  —  Rousseau,  as  we  have  said, 
would  have  us  present  to  the  child  only  the  naked  truth. 
This  would  be  to  exclude  him  forever  from  the  enjoyment  of 
poetry,  which  is  made  of  flctiona,  and  where  the  truth  ia 
always  veiled.  Certain  positive  spirits  of  our  day  might 
perhaps  put  up  with  tlds  impoverishment  of  the  imagination, 
but  for  ourselves  we  could  not  submit  to  such  a  sacrifice. 
There  never  will  be  enough  poetry  in  the  world,  I  do  not 
say  simply  to  embellish  and  cheer  existence,  but  to  elevate 
and  ennoble  it.  Popular  education  cannot  dispense  with  it, 
and  it  is  especially  in  the  common  schools  that  we  must  open 
wide  the  doors  to  the  poets. 

"It  ia  ill  common  school  inBtruction  more  than  in  any  other 
that  fiction  is  beneficent,  indispensable,  and  should  have  a 
large  place.  There,  where  the  eultiure  ia  perforce  limited  to  what 
is  strictly  necessary,  aims  only  at  the  useful,  the  practical,  and 
ends  early  to  give  place  to  the  positive  needs  of  life,  ^  it  is 
there  especially  that  it  is  important  to  throw  a  pure  ray  of 
poesy  that  may  glitter,  if  possible,  forever.  For  the  child  of 
the  higher  classes  life,  with  its  natmral  revelations,  books, 
travel,  the  theatre,  works  of  art,  intellectual  associations,  wiU 
perhaps  end  in  repairing  the  errors  or  supplying  the  defioienciea 
of  early  education  ;  but  for  the  pupil  of  the  common  school,  life 
the  most  often  holds  in  reserve  only  a  long  lesson  of  hard  ax- 
perieuce,  of  dreary  economy,  and  of  prosy  calculation.  If  lig^t 
is  to  cheer  such  an  one,  it  must  come  from  you.  This.ia  why 
it  must  be  given  lum,  and  it  must  be  as  brilliant  as  possible. 
Verily  the  human  soul  is  so  constituted  that  it  cannot  dispensa 
with  fiction,  or,  even  if  you  prefer  it,  with  an  ideal  world.  Save 
it  from  the  stupid  and  dangeroua  marvels  of  superstition, — 
nothing  is  wiser ;  but  do  your  very  best  to  supply  its  place.  If 
you  do  not,  one  of  two  things  will  happen.  Tou  will  either 
succeed  in  shriveling  the  soul  and  in  drying  up  the  source  of 
iiuier  poesy,  or,  what  happens  much  more  frequently,  you  will 
snatch  it  from  one  dream  only  to  plunge  it  into  another,  bat^ 
perchance  a  still  more  dangerous  one.    Whoever  has  reflected  oOg 
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(  prodigious  craduiity  of   the  socialistic  utopiat   will    eaaiJy 
anprehend  our  thought."  ' 

KoMAKCES.  —  Romances  are  the  fairy  tales  of  mature 
'  age,  and  grown  persons  find  as  much  deligbt  in  them  as  a 
child  does  in  the  story  of  Cinderella  or  of  the  ass's  hide. 
Bnt  without  withholding  them  entirely  from  children,  the 
reading  of  them  must  be  carefully  guarded.  In  every  case, 
those  that  are  put  into  the  hands  of  ehildren  must  be  selected 
with   scrupulous    care.     Moral   stories,    like    most  English 

^ romances ;  scieutiflc  stories,  lite  those  of  Jules  Verne ;  and 
even  romances  of  pui-e  imagination,  may  be  read  without 
danger,  and  even  with  profit. 

151.  Pbesonai.  Creations  of  the  Childish  Iuaqdia- 
TioN. — The  imagination  of  the  child  is  not  merely  a  con- 
templative faculty  which  is  delighted  witli  the  pretty  stories 
and  inventions  of  others ;  but  it  is  also  an  active  faculty 
which  needs  to  create  on  its  own  account,  which  manifests 
itself  by  real  productions,  by  personal  constructions,  at  first 
in  play  and  later  in  exercises  in  literary  composition  and  in 
drawing. 

Before  Froebel,  Comenius  had  noticed  that  "  childi'en  love 
D  build  houses  out  of  clay,  chips,  or  stones." 
r  The  Pbre  Girard  writes: 

"The  creative  imagination,  under  the  form  of  a  mania  for 
Instructing  or  for  destroying,  is  already  apparent  in  tender 
;  for  if  the  little  cliild  wishes  to  give  proof  of  his  power 
)  destroy,  he  loves  also  to  produce,  in  his  way,  what  is  new 
1  beautiful.  Notice  how  he  arranges  his  little  soldiara,  his 
i,  his  sheep,  and  how  he  delights  in  his  new  combinations. 
E  calls  bis  mother  that  she  too  may  enjoy  them."' 

*  Article  Fiction,  by  Dr.  Elie  PScaut,  In  tlie  Dictionnaire  de  Pido' 

*  Tlie  Pfre  Girard,  De  I'Enaeignemeta  regalier  de  la  Umgue  maier- 
;  1,  m,  p.  t 


152  THEORETICAL    PEDAGOGY. 

152.  The  Imagination  in  Plai:-  —  It  is  in  play  that  the 
child  first  givea  proof  of  his  nascent  imngination.  There 
he  invente,  combinea  at  leisure,  and  freely  abandons  liimself 
to  the  caprices  of  his  fancy. 

It  is  to  be  noted  that  the  playthings  nhich  most  captivate 
the  child  are  not  those  elaborate  toys  which,  by  their  very 
perfection,  leave  his  talent  for  invention  nothing  to  do.  but 
rather  tliose  whieh  the  best  lend  themselves  to  the  develop- 
ment of  his  personal  activity. 

"The  child  is  ever  intent  on  creating.  A  hok  in  the  ground 
is  a  creatiuu.  Out  of  tliat  dirt  nhich  comes  from  the  hole,  and 
which  he  heapa  with  his  hands,  the  child  raises  mountains  that 
appear  to  him  of  an  incalculable  height.  A  heap  of  dust  rep- 
resentH  the  architecture  of  fairies. 

"  The  penny  doll  which  the  child  fancies  to  !«  so  beautiful 
produces  the  same  mir^e. 

"  The  other,  the  rich  doll  arrayed  in  silk,  needs  nothing,  anc 
the  child,  conscious  of  this,  disdains  it.  But  that  little  creatiutf 
whoae  only  dower  is  its  blue  eyes,  its  placid  face,  ita  red  cheeky 
and  the  eternal  smile  on  its  cherry  lips,  what  a  power  of  imagi 
nation  is  required  to  dress  it  in  a  rag  of  calico  which  shall  b 
its  robe,  and  a  bit  of  tulle  which  shall  be  its  neckerchief  I 

"The  penny  doll  develops  the  imagination  of  the  child,  ju 
as  of  yore  the  poet  developed  that  of  the  people. "^ 

To  the  same  effect  Madame  de  Saussure  calls  attention  t 
the  fac^t  tiiat  "the  playthings  which  the  child  invents  ar 
those  which  please  bim  the  most;"  and  M.  Egger  saysi 
"  It  is  very  true  that  instead  of  the  toy  so  elaborate  iu  forntt 
the  child  often  prefers  something  rude  which  his  imagina* 
tion  can  transform  according  to  his  fancy." " 

Let  US  be  slow  to  cheek  the  child  in  the  free  and  frani 
expansion  of  his   imagination.    After  having  been  caUef 

'  M.  Champfleury,  Leu  Erifaids,   p.  164. 
°  U.  ]<:ggeT,  op.  eit.,  p.  42. 
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iQBCrnents  of  early  life,  it  nil!  be  found 
jrvice  in  work  and  in  study. 


ExEKcisEs  IS  LiTEKAHT  CoBPOsmoN, — Tlie  work 
f  literary  composition  oo  doubt  calls  into  play  all  tbe  facul- 
s  of  tbe  miud,  memory,  judgment,  etc.  ;  but  tbe  imagina- 
n  also  playa  an  important  part,  especially  if  a  narrative  or 
^description  is  to  be  written.  At  first  it  will  be  best  to 
uke  an  appeal  simply  to  the  rcproeentative  imagination. 
e  little  story-teller,  with,  reference  to  such  or  such  an  in- 
cident of  his  hfe,  will  tell  what  he  has  seen,  and  will  have 
simply  to  show  that  he  has  made  a  good  use  of  his  eyes. 
But  gradually  he  will  be  accustomed  to  do  more  than  this, — 
to  invent,  of  his  own  accord  to  combine  imaginary  events. 
Provided  we  adapt  the  aubjects  to  the  age  of  the  child,  draw 
them  from  his  own  experience,  and  put  him  in  a  condition 
o  find  in  bis  own  recollections  the  materials  of  his  composi- 
lon,  be  will  joyfully  devote  himself  to  this  personal  labor. 

Drawing  and  the  Arts. — Let  us  also  mention, 
mong  the  most  natural  exercises  of  the  imagination,  draw- 
',  singing,  and  the  Gnc  arts  in  general. 
"With  PeBtalozzi,"  aaya  Gauthey,  "  drawing  was  particiilarly 
a  art  of  the  imagination.  Provided  with  a  few  data,  his  pur 
s  invented  all  sorta  of  figures  and  conibinationa  of  figures,  and 
they  often  reached  very  remarkable  results  in  respect  of  origi- 
nality and  elegance. 

"  Such  an  exercise  fomia  the  taste  and  the  inventive  spirit  of 
diildren  destined  for  very  diverse  occupationa.  The  gardener, 
Uio  locksmith,  the  cabinet-mater,  the  upholsterer,  the  maaon,— 
all  have  need  of  the  inventive  faculty  as  well  as  of  taste.  To 
develop  their  powers  in  these  direetipns  ia  to  prepare  them  for 
B  greateat  auccesB  in  their  several  employments."* 
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155.  DiBcrPLiNE  OF  THE  IsiAGrNATioN. — From  irhat  I 
preceded  it  follows  thai  there  is  a  true  scholastic  culture  o 
the  im^nation.'  We  have  shown  in  particular  how  i 
may  develop  this  faculty ;  how  by  following  nature  we  mx 
succeed  in  exciting  it.  Let  ns  not  forget  that  the  i 
tion  must  also  be  disciplined,  tempered,  and  controlled. 

"Nothing  is  more  dangeroaa,"  said  David  Hume,  "  tha 
tiie  ardor  of  the  iuiagi nation.  Men  of  a,  powerful  imaginaUo 
may  be  compared  to  those  angels  whom  the  Scripture  repri 
Bents  as  covering  their  eyes  with  their  wings." 

In  fact,  the  ardent  conceptions  of  the  imagination  o 
the  mind  and  conceal  from  ua  the  truth.  They  exalt  t 
emotions  and  precipitate  us  into  the  madness  of  the  pt 
siona.  They  benumb  activity  and  throw  us  into  an  eneii 
vating  revery.  As  a  tempered  imagination  is  useful  i 
necessary  for  equipoise  of  spirit,  by  just  so  much  is  an  excea 
of  imagination  fatal  to  good  sense,  to  energy  of  character, 
and  to  rectitude  of  conduct. 

What  means,  then,  may  education  employ  for  keeping  tl 
imagination  within  proper  limits?  The  beat  is  to  invoke  ti 
aid  of  counter  forces.  To  repress  it  directly,  to  make  i 
straightforward  attack  upon  it,  is  a  diflScult  thing, 
wiser  and  surer  to  find  a  cmmterpoise  for  it  in  the  develop 
ment  of  the  reason  and  of  the  faculties  that  depend  upon  t 
reason.  If  you  have  to  do  with  a  child  of  exalted  ai 
inflamed  imagination,  call  into  its  highest  activity  bis  [ 
of  observation  and  give  ceaseless  extension  to  his  positivt 
knowledge.  You  will  never  temper  that  ardent  imaginatioa 
always  prone  to  escape  into  the  land  of  chimeras,  save  c 


'  M.  Rouaselot  is  wrong  In  saying  Uiat  "  such  is  th( 
of  tiie  imaglnatioii  thai  it  is  not,  to  the  same  degree  as  Q 
other  intellectual  faculties,  susceptilile  of  a  special  education, 
mean  of  a  scholaeUc  training."    {Pidagogie,  p.  126.) 
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the  condition  of  putting  it  in  charge  of  a  vigoroas  reason 
and  a  judicioua  reflection,  and  of  giving  it,  so  to  speak,  good 
and  reliable  neighbors,  by  Borrounding  it  with  ab'ong  and 
►  ffieciplined  faculties  which  guard  it,  which  leave  their  im- 
npon  it,  and  which,  while  developing  themselves,  con- 
1  it  to  become  one  of  them. 
Another  means  of  governing  the  imagination  and  keeping 
it  within  bounds  is  to  give  it  occupation,  to  furnish  it  with 
wholesome  and  nourishing  aliment,  so  that  it  may  not  go  in 
■  search  of  questionable  food. 

)  the  im^cation,"  says   Madame  Necker,  "ia  as 
3  to  hold  it  in  check ;  and  perhaps  we  hold  it  in  check 
ply  when  we  esercise  it." 

i  Whatever  we  may  do,  we  cannot  destroy  the  imagination ; 
it  is  not  possible  to  have  it  die  of  inanition.  It  would,  more- 
Sver,  be  a  great  evil  to  dry  up  in  man  the  fruitful  source  of 
BO  many  beautiiul  and  noble  things.  But,  however  we  may 
r^iird  it,  the  imagination  ia  certainly  an  indestructible  force 
of  the  soul.  It  ia  better,  ttien,  to  have  it  for  us  than  against 
ua;  better  to  trace  for  it  ita  channel  than  to  run  the  risl;,  in 
abandoning  it  to  itself,  of  seeing  it  pass  itu  bounds  in  reck* 
less  disorder. 

"Madame  ile  Sausaure  has  shown  that  the  imagination,  that 
irreaiBtible  power,  o^-en  when  we  think  we  have  brought  it  un- 
^der  subjection,  takes  the  most  diverse  forms;  that  it  diasemblea 
^^Hbt  real  [icoportiona,  and  with  a  secret  fire  animates  the  most 
^^Bntched  passions.  If  you  refuse  it  air  and  liberty,  it  slinks 
^^K  into  the  depths  of  selSshness,  and,  under  coarse  features,  it 
^Becomes  avarice,  pusillammity,  or  vanity. 

"We  also  need  to  see  with  what  benign  eamestneBS  Madame 
Necker  spies  its  first  movements  in  the  aonl  of  the  child;  with 
what  intelligent  care  she  seeks  to  make  of  it,  from  the  very  mo- 
ment of  ita  birth,  the  companion  of  the  truth ;  how  she  Bnrroimda 
it  with  whatever  can  establish  it  within  the  circle  of  the  ^ood. 
The  Btudiea  which  extend  our  intellectual  horbxta,  ^Aw>  sij^iSadva 
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of  nature  with  ite  numberlesa  marvels,  the  ematiotiB  of  the  fins 
arts,  —  nothing  seems  to  her  eitlier  superfluous  or  daiigerouB 
for  directing  the  imaginatiou  in  tlie  good  way.  She  fears  to  see 
it  escape,  through  Lick  of  pleasures  sufficiently  enticing,  into 
other  routes."' 

156.  Soke  Special  Dangers  to  Shun. —Besides  the' 
great  dangers  to  which  a  giddjf  or  impetuous  imagination 
subjects  the  mind  and  the  heart,  there  are,  even  in  the  ordi- 
nary development  of  a  mediocre  imagination,  certain  rocks 
to  shun. 

Thus  it  is  important  to  prevent  the  child  from  confound! 
fiction  with  reality.     It  sometimes  happens  to  us,  when 
our  sleep  we  have  been  fiercely  haunted  by  an  impassion! 
dream,  that  we  are  obliged  on  awakening  to  make 
to  chase  away  the  phantoms  that  beset  our  mind  and  to  coo-' 
vince  ourselves  of  our  mistake.     The  child  who  as  yet  has 
no  exact  notions  on  the  real  and  the  possible,  who  is  almost 
abBolutfily  ignorant  of  the  laws  of  nature,  may  easily  be  the 
victim  of  an  analogous  dupery  of  his-  imagination.     Takai 
care  that  he  does  not  introduce  pure  fictions  into 
of  his  thoughts  as  so  many  notions  that  are  true.     Let 
warn  liim,  when  we  are  relating  a  fable  to  him,  not  to  give 
credence  to  our  account.     As  M.  E^cr  says,  "Much  time 
is  necessary  for  the  notion  of  the  probable  to  be  formed  and 
fixed  in  his  mind."    Let  us  not  allow  ourselves  to  thiuk  that. 
the  very  strangeuesa  of  our  inventions  is  a  suffioient 
anty,  and  that  it  foils  the  credulity  of  the  child. 

The  excessive  credulity  of  the  child  is  a  sufficient  rei 
why  we  should  proscribe  all  terrifying  stories,  such  as  th 
of  the  black  man,  which  unskilful  and  nnwiae  teachers 
in  order  to  govern  the  child. 

"One  of  the  things  we  moat  often  forget  is  the  effect  of 
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"■fce  ignorance.  We  call  natural  what  we  have  already  seen, 
and  we  do  not  perceive  that  for  the  child  who  has  seen  nothing, 
everything  is  equally   natural.     For  him  the  possible  is  without 
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Rbtert. — Another  vicious  tendency  of  the  imogi- 

ition  is  to  lose  itself  in  vague  coDteinplutiuni},  and  to 
resign  itself  to  indolent  and  listless  reveries.  How  often  af& 
we  turned  aside  from  serious  attention,  and  from  definite 
and  determined  action,  bj  the  uncertain  phantoms  which  are 
floating  in  our  mind? 

Revery  may  become  a  disease  of  the  intelligence.  Of 
course  it  is  not  to  be  supposed  that  there  ciin  be  completely 
eliminated,  even  from  the  most  studious  and  thoughtful  con- 
Hciousness,  those  parasitic  conceptions  of  the  imagination, 
any  more  than  we  can  entirely  extirpate  noxious  weeds  from 
best  cultivated  field.     But  for  all  that  we  must  prevent 

'ery  from  degenerating  into  a  habit,  and  for  this  purpose 
mast  as  much  as  possible  occupy  the  mind  with  the  labor 

consecutive  and  sustained  reftcction  ;  we  must  furnish  the 
imagination  with  substn.ntial  aliment,  such  as  beautiful  verses 
which  have  been  learned  by  heart,  and  grand  deeds  which 

lur  to  the  memory  the  instant  the  miud  has  a  moment's 
It  is  especially  the  unoccupied  imagination  that  is 

iposed   to   revery.     Give   the   imagination  and  the  other 

unities  work  to  do,  and  you  will  cui'e  the  child  of  revery, 

Lt  indolence  of  the  intelligence. 

58.   Importance  of  the  Imagination.  —  One  will  per- 

g  be  astonished  at  tlie  importance  which  we  have  ascribed 

>  the  culture  of  the  imagination.     No  doubt  this  faculty 

l&not  be  compared,  for   the   services    it   renders,    to   the 

»emory  or  the  judgment.     It  is  not  to  the  same  degree  a  ped- 

*  Madaue  de  Sausiure,  <qt.  ctl.,  L,  UL,  C^uij^N. 
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agogic  facnlty ;  bat  we  shall  never  concede  to  poe!€ 
exclusively  scientific  thitikera  that  there  can  be  a  possibility 
of  sacrificing  it.  In  all  ages  an  important  place  has  justly 
been  given  to  it  in  instruction.  In  fact,  the  literary  compo- 
sitions in  use  in  colleges  are  in  part  but  esercisea  of  the  im- 
agination. Let  these  be  restricted  in  order  to  extend  by  so 
much  the  domain  of  real  and  exact  knowledge,  of  facts  and  j 
practical  instruction.  We  are  quite  willing  that  this  should  I 
be  done,  but  pray  do  not  presume  to  suppress  them. 

"I  much  fear,"  aays  Mr,  Blackie,  "neither  teachera  norBchol- 
ara   are  sufficiently  impressed  with  the  importance  of  a  proper 
training   of    the   imagination.  .  .    It   is   tbe    enemy   of   science 
only   when  it  acta  without  reason, — that  is,  arbitrarily  and  wbim-.  ■ 
sically;  with  reason  it  is  often   the  best  and  the  moat   i 
pensable  of  allies." ' 

With  certain  children  whose  minds  are  languid  and  inac-  ' 
tive,  who  are  "born  old,"  it  is  not  enough  to  exercise  the 
imagination.  It  must  be  stimulated,  not  merely  to  awaken 
them  to  the  poetic  life,  but  also  in  the  more  modest  interest 
of  their  success  in  practical  affairs.  In  aU  cases  the  imagi- 
nation is  one  of  the  stimulants  of  activity,  the  inspirer  of 
happy  inventions,  or  at  least  the  cause  of  useful  expedient8<_ 
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CHAPTEK     VIII. 

FACUT.TIES   OF  KEFLECTION,  JUDGMENT,  ABSTRAC- 
TION, REASONING. 

i9.  Judgment  and  Beasohikg. — To  judge  and  to  reason 
e  diatinct  operations  of  the  mind,  irreducible  to  any  other. 
1  the  activity  of  the  intelligence  there  are  three  degrees, 

B  essential  momenta  :  conoeiving  or  having  ideas,  judg- 
g  or  aaaociating  conceptioua,  reasoning  or  combining  judg- 
snte.  Juat  aa  judgment  ia  the  coupling  of  two  ideas  onited 
1  act  of  afflrmation  expressed  by  the  verb  to  be,  so  rea- 
ning  is  a  aequeaoe  or  a  aeriea  of  judgments  united  one  with 
lother  in  such  a  way  that  the  last  aeema  to  be  the  legiti- 
conclusion    aud  necessary  consequence  of  those  that 


DEPitnTiON    OF  Judgment. — Judgment,  in  its  psy- 

tological  acceptation,  ia  the  essential  act  of  thought,  the 

8o  to  speak,  of  the  mind.     It  is  in  the  judgment  that 

i  are  united  and  made  alive  ;  it  ia  in  the  proposition,  the 

b1  expression  of  the  judgment,  that  words,  the  signs  of 

3,  are  brought  together  and  take  bodily  form. 

lie    judgment,   moreover,  dominates  and    embraces   the 

r  operations  of  the  mind.     In  fact,  judgments  are  the 

irce  of  our  ideas,  and  they  also  serve  as  conclusions  to 

r  reasonings. 

t  perceptions  of  the  senses  and  of  the  consciousness 
/  ua    with  ready-made    judgments, — ptmvtwfe    'ja&j,- 


ments,  so  to  speak,  —  from  which  the  mind  detaches,  eil 
immediately  particular  ideas,  or,  by  a  elow  process  of  J 
straction,  general  ideas. 

But  there  are  also  reflective  judgments,  which  suppose 
attentive  comparison  of  ideas  previously  acquired,  and 
which  there  is  always  mingled  a  beginning  of  reasoDing, 
not  a  complete  and  formal  reasoning. 

161.    Different  Senses  of  twp  Word  Judgment.  —  It 
then,  in  seizing  the  relations  of  ideas  that  consists  the  essi 
tial  function  of  what  Rousseau  called  tlie  ' '  judicial  faculty.' 
But  in  ordinary  usage  the  word  judgment  is  often  diverto 
from  its  psychological  meaning. 

Thiis  Madame  Necber  de  Sausaure  uses  the  term  judgmen 
to  signify  nothing  more  tlian  practical  sense,  good  f 
applied  to  the  affairs  of  real  life. 

"What  it  ia  very  eSBcntial  to  develop,"  she  says,  "is  th 
particular  branch  of  the  faculty  of  reasoning  which  is  app 
cable  to  the  conduct  of  liie,^that  which  we  are  accustom 
to  call   judgment." ' 

This  is  to  forget  that  the  judgment  is  also  employed  in  ti 
sciences  and  in  speculative  research,  and  that  the  observei 
the  scientist,  and  the  philosopher  judge  no  less  than  the  s 
of  action. 

Another  more  common  use  of  the  word  judgment  consist 
in  construing  it  in  a  still  more  restricted  sense,  as  tlie  s 
onym  of  good  judgment.     Language  is   easily  optimistio 
and  often  gives  to  words  their  most  favorable  meaning. 
say  of  some  one  that  he  has  good  judgment  is  to  afQrm  t 
he  has   an   accurate    mind ;  that  he  is  deceived  less   ofte 
than  others ;  that  he  has,  as  it  were,  a  natural  affinity  1 
the    truth  ;    that  he  weighs  things  surely  and  well.     A 

'  De  ^Education  progreasioe,  I,,  VI.,  Ch.  VI 
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'ffiis,  of  course,  when  it  is  a  question  of  judgments  that 
demand  penetration  and  discernment.  We  do  not  say  that 
a,  man  has  judgment  because  he  is  capable  of  affirming  that 
snow  is  whit£  or  that  fire  burns. 

162.  Impobtance  of  the  Judgment,  ^It  is  in  this  sense 
tliat  the  Port  Royal  logic  commends  the  judgment  as  the 
maBter  quality  of  the  miud. 

"There  ia  nothing  more  sBtimable  tlian  good  sense  and  fto- 
curacy  of  ndnd  in  the  discernmeut  of  the  true  and  the  false.  All 
the  other  qualities  of  the  mind  have  limited  applications,  bnt 
exactness  of  reason  ia  unireraally  useful  in  all  stations  and  in 
all  the  employments  of  life.  ...  So  the  principal  endeavor  should 
be  to  form  one's  judgment  and  make  it  as  accurate  as  it  can  be; 
and  to  this  end  should  tend  the  greatest  part  of  our  studies. 
We  use  the  reason  as  an  instrument  for  acquiring  the  sciences, 
and,  vice  versa,  we  should  make  use  of  the  sciences  as  instru- 
ments for  perfecting  the  reason,  accuracy  of  mind  being  in- 
finitely more  valuable  than  all  the  speculative  knowledge  to 
which  we  can  attain  by  means  of  the  most  accurate  and  well' 
established  sciences." 

Port  Royal  certainly  puts  too  low  an  estimate  on  the 
sciences  and  their  positive  results,  the  knowledge  which  they 
trnuBmit ;  but  nevertheless  there  is  no  exaggeration  in  de- 
claring that  the  purpose  of  all  study  is  the  formation  of  the 
judgment,  aud  that  all  the  other  faculties  should  be  held 
subordinate  to  the  judgment.  Though  having  a  great  mem- 
ory, we  may  be  incapable  of  getting  on  in  life,  and  having 
&  vivid  imagination,  there  is  ever  danger  of  going  astray ; 
endowed  with  great  judgment  we  move  squarely  forwai'd, 
there  is  no  difficulty  we  cannot  surmount. 


w. 


1G3.  CuLTUKE  OP  THE  JuDQMKNT.  —  So,  siucc  the  days  of 
Montaigne  and  Port  Royal,  the  culture  of  the  judgment  has 
become,  so  to  speak,  the  watchword  of  French  peda-op,^. 
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Even  the  moat  refractory  have  come  to  comprehend  the  im-  " 
portance  of  the  judgment.     In  the  preface  to  the  new  edition 
of  the    Conduite   des   JScoles  chretiennes    (1860),  the  Frere 
Phillip  expresses  himself  thus : 

"  Of  Iat«  jeara  elementary  instruction  has  assumed  a  partici 
lar  feature  which  we  must  take  into  account.     Proposing  a 
chief   end  the    formatioa  of   the  pupil's   judgment,  it   gives 
importance   than   heretofore   to  the   culture   of   the   memory ;   it 
makes  especial  use  of   methods  which  call  into  play   the  intelli- 
gence and  lead  the  child  to  reflect,  to  take  account  of  facts,  and 
to  release  him  from  the  domain  of  words  iu  order  to  introduoe J 
him  iuto  that  of  ideas." 
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164.    Judgment  in  the  Child. — Judgment  being  insepa- 
rable from  thought,  the  infant  judges  at  a  very  early  period 
of  its  life.     Its  first  perceptions  are  already  judgments,  the 
affirmation  of  what  it  sees  and  what  it  bears.     It  is  not  yetu 
capable  of  reflective   judgments,  but  it  is  of  those    spoa^ 
taneous  judgments  which  are  but  the  immediate  adhesion  o 
the  mind  to  a  perceived  truth.     Long  before  it  is  able  to* 
speak,  perception  determines  for  it  little  beliefs  manifested 
by  its  gestures,  its  smUes,  its  movements.     It  judges  that 
the  candle  burns  when  it  has  once  been  burned,  and  it  draw^ 
back  to  avoid  it.     It   judges  that  an  object  is  within  i 
reach,  when  it  reaches  out  its  hand  to  seize  it.     Doabtlei 
it  is  often  deceived  in  this  appreciation  of  distance,  but  t 
error  is  also  a  judgment. 

"We  may  aee  hy  the  various  methods  which  young  childr 
employ  to  reach  what  is  above  them,  to  dn^,  to  hart,  to  I 
different  hodies,  that  they  reason,  —  that  is  to  say,  that  they  a 
means  to  an  end,  before  they  can  explain  their  own  designs  1 

"We  know,  however,  that  the  child,  in  his  first  attempts  aj 
1  Miss  EdgewoTtli,  PractkaL  EducaUim  (London:  1811),  U-,  P>  3 
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*  speaking,  does  not  at  ouce  succeed  in  giving  an  exact  and 
complete  expreBsion  to  bis  judgments.  Do  not  demand  of 
iiim  propositions  in  regular  form.  He  usually  suppreesea 
tbe  verb  to  be,  tliat  logical  copula  of  ideas  in  a  sentence. 
The  verb  to  be  is,  in  some  sort,  an  abstract  verb.  The 
child  prefers  attributive  verbs,  wliich  are  concrete.  In  de- 
fault of  an  actual  verb,  he  invents  one,  as  by  transforming 
au  adjective  into  a  verb.  He  will  say,  Paul  bads,  instead 
of  Paul  ia  bad.  The  most  often  his  judgment,  when  ex- 
pressed, will  be  but  a  simple  juxtaposition  of  subject  and 
attribute,  as  Paul  wise,  Paul  bad.  His  repugnance  at  em- 
ploying the  verb  to  be  is  equaled  only  by  his  awkwardness 
in  making  use  of  it ;  and  the  same  defect  has  been  observed 
in  the  case  of  deaf-mutes,  who  wben  learning  to  write  usually 
employ  expressions  like  these :  I  ain  eat  bread,  for,  J  eat 
bread.  But  it  must  not  be  inferred  from  this  insufficiency  of 
language  that  judgment  is  incomplete  in  the  cliUd.  It  is 
only  the  verbal  expression  that  is  at  fault.  The  child  men- 
tioned by  M.  Taine,  who  instead  of  saying,  Le  soleil  se 
coucke,  said,  (-a  brale,  coucou  {ga  brdle,  something  brilliant, 
like  Gre ;  coucou,  the  act  of  setting)  might  have  employed 
strange  expressions,  but  he  nevertheless  formulated  a  very 

fBnite  judgment. 
165,  Reflective  Judgments. — It  is  more  difficult  to  say 
at  what  period  in  the  life  of  the  child  the  faculty  of  reflective 
judgment  is  developed.  In  order  to  attain  this  end  it  is 
necessary  that  the  mind  shall  have  ceased  to  be  at  the  mercy 
of  sensible  perceptions,  that  it  shall  have  gained  possession 
of  itself,  tliat  it  shall  have  become  capable  of  attention,  and 
finally,  that  it  shall  have  at  its  disposal  not  merely  a  large 
number  of  particular  observations  which  are  the  materials  of 
its  reflections,  but  also  of  general  ideas  which  supply  it  with 
termB  of  comparison. 
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The  child  iB  very  prompt  to  seize  resemblances,  and  his| 
fifHt  personal  judgments  are  founded  on  analogiea,  and  moati 
often  these  are  superficial.  M,  Egger  cites  some  interesting 
examples  of  these.  ' 

"The  eon  of  a  learned  grammarian,  of  the  age  of  fiva 
and  a  half  yearn,  said  to  his  father,  '  Are  there  feminine  verbaVl 
Why  so?  Pondre  is  a  feminine  verb,  for  we  always  say  die  (shej] 
pond,  never  il  (he)  pond.'"  i 

"At  the  age  of  four  years  and  two  months  Emile  sees  thud 
the  window  of  a  smoking-room  is  closed.  He  asks  how  t^ 
smoke  will  escape,  and  replies  by  pointing  out  the  cracks  left 
even  when  the  window  ia  closed.  .  .  '  For,'  sayS  he,  '  the  amoke 
is  veri/  small;  it  IH  like  water;  when  I  put  water  ia  my  hands 
it  goes  through  there  ' ;  and  he  points  out  the  interstices  between 
his  fingers." 

166.   Earliest  Education. — There  is  hardly  any  oppor-^ 
tnnity  for  the  intervention  of  the  teacher  in  the  elementaryj 
development  of  the  child's  jndgment.     That  negative  edi 
cation  which  Rousseau  preached,  hut  which  he  was  wrong  ii 
prolonging  too  far, — -that  which  eonsists  in  letting  nature 
have  her  way,  and  in  simply  preventing  any  evil  influence 
from    altering   the    normal  course,  —  negative  education  ia 
admirably  adapted  to  the  first  years  of  childhood.     The 
portant  thing  at  this  age  is  not  so  much  to  act  upon 
judgment  by  a  special  training,   as  to  protect  it  from 
gross  errors  and  prejudices  which,  under  cover  of  the  igni 
ranee  and  credulity  of  the  child,  install  themselves  too 
in  the  mind,  and  there  gain  an  indestructible  hold. 

In  what  concerns  primitive  judgments,  there  is  no  otl 
advice  to  give  than  that  which  relates  to  the  education  of  t 
senses,  whose  purpose  is  to  assure  the  clearness,  exactnet 
and  strength  of  the  perceptions.  As  to  the  judgments 
comparison,  which  indicate  that  real  mental  activity 
already  begun,  it  is  best  to  show  them  indulgence,  and 
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to  be  incBOsed  because  thej  are  simple  and  even  ridiculoua, 
but  rather  to  encourage  them,  because,  however  childish 
they  may  appear,  they  (ire  the  prelude  of  an  infinitely  pre- 
doufi  quality,  the  liberty  of  the  spirit. 


167.  School  Tbaining  op  the  Judgment.  —  It  might  be 
Baid,  not  without  reason,  that  the  influence  of  the  family  ia 
greater  thau  that  of  the  achool  upon  the  formation  of  the 
iudgment.  In  fact,  in  the  relative  freedom  of  domestic  life, 
the  child,  left  a  little  more  to  himself,  finds  some  occasions 
to  observe  and  to  exercise  his  mind.  But  it  is  none  the  lees 
trae  that  the  child's  studies,  if  wisely  conducted,  are  ex* 
oellent  exercises  in  personal  reflection,  and  that  in  them 

rjre  is  a  school  training  of  the  Judgment. 
168.  O-EHERAi.  Method.  — In  many  German  schools  it  is 
thought  well  to  devote  certain  hours  each  week  to  the  train- 
ing of  the  judgment.  We  do  not  quite  understand  what 
Uiose  classes  in  judgtnent  can  be,  which  remind  us  of  the 
classes  in  mrtue  imagined  by  the  Abbe  de  Saint  Pierre. 
Can  we  conceive  of  a  teacher  saying  to  his  pupils,  "Now, 
boys,  we  are  going  to  exercise  ourselves  in  judging?" 

No,  the  education  of  the  judgment  ought  not  to  be  sought 
iu  special  lessons ;  it  will  result  from  nli  the  exercises  of  the 
school.  In  fact,  there  is  no  instruction  which  cannot  be 
employed,  in  the  hands  of  a  good  teacher,  in  provoldng  the 
initiative  of  the  pupil,  in  caUing  into  play  his  reflection,  and 
in  exciting  the  powers  of  the  mind.  If  you  resolutely  avoid 
the  processes  of  a  mechanical  instruction  and  of  a  passive 
education ;  if  you  know  bow  to  appeal  to  the  natural  activity 
of  the  child ;  if  you  encourage  him  by  your  questions  to 
thiuk  for  himself;  if  you  "let  trot"  the  young  spirit  before 
you  ;  the  judgment  of  your  pupil  will  be  developed  naturally, 
Bpontaneouflly,  jnst  as  all  the  powers  are  developed  when 
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they  are  relieved  from  the  bonds  which  hamper  them,  and 
they  are  left  to  pursue  an  unobstructed  course.  The  more 
of  liberty  and  life  you  introduce  into  studies,  the  more  the 
pupil  will  exercise  his  judgment,  and  the  more,  consequendy, 
he  will  develop  his  faculty  of  judging. 


169.    Special    Metuods. — There    are,    however,    some 

Special  precautions  to  be  observed  in  forming  the  judgmenl 
especially  in  the  case  of   the  youngest  chUdren,   and  bji 
reason  also  of  the  diversity  of  natures. 

The  judgment  of  the  child  b  often  timid,  and  it  must  be 
fortiSed.  It  is  sometimes  rash,  and  it  must  be  checked  and 
taught  discretion.  It  is  easy  for  it  to  be  inaccurate,  and  it 
must  be  disciplined  • 


170.   LiBEKTT  OF  Judgment. — At  first  the  child  seems 
more  disposed  to  accept  with  docility  all  that  is  taught  him, 
than  to  manifest  judgments  of  his  own.     Just  at 
learned  to  speak  by  accurately  repeating  the  words  which  ha 
has  gathered  from  the  Ups  of  his  mother,  he  at  first  leama 
to  think  by  repeating  the  thoughts  of  others.     To  remedy 
this  inactivity  of  the  mind,  much  dependence  must  be  placed 
on  nature  and  on  progress  in  age.     When  he  has  passively 
acquired  a  certain  amount  of  knowledge,  the  child  will  of 
himself  corae  to  compare  his  ideas  and  to  grasp  new  relations 
between  them.     The  duty  of  the  teacher  will  consist  chiefly 
in  promoting  in  the  child  this  natural  teudeacy,  in  aidij 
him   by  presenting   subjects   for  reflection   adapted  to  hi 
tastes,  and  in  suggesting  to  him  easy  thoughts,  through 
comparison  of  similar  objects  or  through  the  contrast 
different  objects. 

But  if  it  is  desirable  that  the  teacher  know  how  to  stimo-- 
late  minds,  it  is  above  all  necessary  that  he  shun  whatever 
may  oppose  and  restrain  their  natural  expansion.     We  are 
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mt  too  often  responsible  for  the  servility  of  mind  which  we 
toLdemn  iu  our  children.  Hardly  have  they  ventured  an 
inaccurate  judgment  when  we  protest,  grow  angry,  and 
humiliate  them  by  remonstrances  too  harsh  and  too  strong ; 
in  a  word,  we  discourage  tbein,  and  for  not  having  been 
indulgent  enough  to  their  first  attempts,  we  disqualify  them 
for  thinking,  or  at  least  rob  them  of  the  deshe  to  express 
their  thoughts.  Coldly  greeted  when  ttiey  have  attempted 
to  make  themselves  understood,  they  will  no  longer  dare  to 
open  their  mouths ;  ever  after  they  will  remain  shy ;  they 
will  be  inert  and  passive,  like  cliildren  who  no  longer  Ten- 
ture  to  walk,  if  scolded  too  severely  when  they  maketbeir 
first  false  step. 

It  is  necessary,  then,  to  fortify  by  constant  stimulation  the 

child's  liberty  of  judgment,  and  to  be  careful  not  to  dia- 

^ipoura^e  it  when  it  goes  astray,  by  ridicule  or  reprimands. 

m 

^H  171 .  DraCKETiON  in  Judgment.  —  But  no  sooner  have  we 
Hdcceeded  in  training  the  personal  judgment  of  the  child 
than  we  must  be  on  our  guard  against  striking  another 
rock, — the  misuse  of  judgment,  or  rashness  in  judgment. 
It  is  always  thus  in  education ;  the  most  precious  qualities 
are  no  sooner  developed  than  they  are  liable,  if  not  watched, 
to  engender  grave  faults.  When  a  child  has  once  been  taught 
■with  great  difficulty  to  speak,  a  new  anxiety  is  imposed  on 
the  instructor,  —  that  of  teaching  him  to  keep  silent.  And 
so,  when  we  have  attained  the  important  end  of  sharpening 
the  intelligence  of  the  child,  we  must  be  on  our  guard  lest  it 
lake  too  many  liberties,  lest  it  venture  upon  rash  judgments, 
lest  it  become  quizzing  and  loquacious.  And  then  there 
must  be  a  change  in  method ;  we  must  pursue  a  course 
almost  the  reverse  of  the  one  we  have  just  recommended, 
and  mildly  check  the  free  movement  which  we  had  provoked. 
The  educating  art,  like  military  tactics,  consists  of  marches 
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and   counternmruLes,  Ttgoroue  forward  luovemeDts  followi 
bj  prudent  retieats. 

"  A  perplexing  problem  in  the  training  of  children,"  aaya  1 
Sullj,  "is  to  draw  tlie  line  between  excessive  individual  i 
pendenoe  and  undue  deference  to  authority."  * 

The  difficult  thing  is  not  to  cut  short  the  raehness  of  t 
child's  JLidgment ;  we  can  without  dilBculty  make  bim  blus 
at  hie  presumption.  The  dillkiilty  is  in  eonviuciiig  bim  Q 
bis  error,  without  throwing  him  into  a  coufusiou  which  woul 
paralyze  his  courage. 

Even  when  he  deceives  hiioeelf  the  most  grossly,  let  h 
develop  his  little  thought,  and  try  to  comprehend  it. 
then  do  not  be  content  with  barely  telling  him  that  he  i 
mistaken,   but  show  bim  by  apt  and  clear  esplanatious  i 
what  respect  and  in  what  way  he  has  been  deceived ;  1 
before  him  the  causes  of  his  error ;  make  him  understancP 
that  there  are  tilings   which  transcend  his  judgment,  and 
that  even  in  those  of  which  he  can  judge  he  ought  not  to 
do  BO  until  after  having  carefully  reflected.     Finally,  while 
leading  bim  back  to  the  truth  upon  the  particular  point  of 
hia  mistake,  guard  him  against  falling  into  similar  errors 
upon  other  points,  through  the  fact  of  bis  thoughtlessness^ 
and  lack  of  reflection. 


172.  AccuBACT  OF  Judgment.  —  In  putting  the  child  c 
his  guard  against  his  disposition  to  form  judgn 
matters  of  which  he  is  ignorant,  or  of  forming  hasty  judi 
ments  on  things  which  be  knows,  much  bus  already  I 
done  to  assure  the  accuracy  of  his  judgment.  In  fact,  the 
cause  of  inaccurate  judgments  is  most  often  either  igno- 
rance, or  thoughtlessness  and  iirecipitation.  Hold  the  judg- 
ment of  the  child  upon  the  things  be  knows  well,  and  t 


'  Sully,  op.  cit.,  p.  443. 
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ksi'dly  ever  be  deceived.     Be  aure  that  he  is  attentive,  and 
I  will  thus  diminish  the  chances  of  eiTor. 
"The  true  rule  for  iorming  correct  judgments,"  said  Boeauet, 
"ia  to  Judge  only  Trhen  we  see  clearly ;  and  the  means  of  doing 
this  is  to   judge   with   great   atteutiou." 

Another  way  of  forming  the  personal  judgment  of  the 
child  is  to  begin  by  giving  liim  a  good  comprehension  of  the 
judgments  of  others ;  but  only  good  models  should  be  set 
before  him. 

But  here,  as  everywhere,  we  must  rely  upon  the  power  of 
example.  Present  to  the  pupil  only  judgments  which  are 
trustworthy,  and  which  bave  been  rigorously  tested.  The 
terme  in  which  they  are  expressed  should  be  clearly  ex- 
plained to  him  ;  he  should  be  obliged  to  consider  the  mean- 
ing of  whatever  be  studies ;  and  in  this  way  he  will  come 
^iBuensibly  to  give  exactness  to  fats  own  personal  judgments. 

^P  173.  JnpoMENT  AND  Abstkaction. — A  judgment  ia  a 
inental  constructioji,  and,  like  every  construction,  it  presup- 
poses materials.  The  materials  of  jiidgmenta  are  ideas, 
either  particulai'  ideas  which  simple  perception  accumulates, 
or  abstract  and  general  ideas  which  tfae  mind  elaborates. 
Just  as  the  perfection  of  a  construction  depends  in  part  on 
the  quelity  of  the  materials  which  are  employed  in  it,  so 

I  the  accuracy  of  a  judgment  is  determined  by  the  clearness 
Ud  precision  of  the  ideas  wtiich  serve  to  form  it. 
[  Let  us,  then,  examine  by  wh.it  means  the  educator  may 
HBure  the  normal  and  rapid  development  of  the  faculties  of 
Dn traction  and  generalization. 
174.  Abstraction  and  Generalization.  — We  do  not 
separate  abstraction  and  generalization.  An  abstract  idea 
is  in  fact  at  the  same  time  a  general  idea,  —  the  idea  «f 
luality  cgmmofl  to  several  individualB,  or  1ii6  Visfc  (A  » 
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groap  of  individuals  which  resemble  one  another  by  one  c 
several  iMJinmoa  qiiaUties, — for  example,  the  idea  of  reuso 
or  the  idea  of  man.    We  do  not  geueralize  save  aa  i 
abstract,  and  vice  versa.     The  child  considers  apart  a  quality  j 
which  in  reality  is  united  to  other  qualities.     This  abBtrao-.-l 
tion  results  either  from  au  uucuusuioua  aualysis  or  from  an  I 
attentive  and  reflective  aualysia.     He  theu  fiuds  this  same 
quality  in  other  objecta ;  and  hence  he  is  led  to  grasp  in  oae 
compreliensive  mental  glance,  either  that  general  quality  ia 
itself,  or  the  persons  or  the  things  which  possess  it. 
this  is  an  incomplete  description  of  the  mental  operations  of  i 
the  child ;  it  ia  necessary  to  give  a  nearer  and  more  precise  1 
view  of  what  takes  place. 


175.  FoEMATiON  OF  General  ahd  Abstkact  Ideas. - 
Language  certainly  plays  an  important  part  in  the  formatii 
of  general  ideas.  This  is  not  saying  that  it  is  necessary  t 
coincide  entii'ely  with  the  absolute  opinion  of  philosopher 
who  assert  that  without  the  aid  of  words  the  child  would  b 
unable  to  grasp  the  relations  of  things  ;  but  to  say  the  lee 
words  are  necessary  for  fixing  and  defining  abstract  ideac 
and  for  permitting  the  facile  and  rapid  use  of  them. 

The  child  first  learns  a  word  which  has  been  pronounce 
in  his  hearing  and  which  designates  an  individual  and  deter-<l 
minate  object, — the  word  papa,  for  example.     Thereafter  hftj 
will  apply  this  term  to  his  father,  and  also  to  other  persons. 

Let  a  gentleman  of  about  the  same  height,  with  a  strong 
voice  and  with  similar  clothes?  present  himself  to  him.  and 
he  will  also  address  him  by  the  name  papa.  The  word  v 
individual,  but  he  makes  it  general ;  he  employs  it  not  t 
designate  a  person,  but  to  express  a  class,^     There  is,  i " 

'  M,   Janet   justly  remarks  that   the   child   general! 
pupa  mote  rcadilf  tbao  the  word  momma. 
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1  the  child  hd  mstinetive  tendency  to  gGDerotize,  to  seize 
!  resemblances  of  tliiuga. 

Of  course,  if  the  cliild  generalizes  the  individual  words 
I'tiiatwe  suggest  to  him,  he  also  generalizes,  and  for  a  better 
■'reason,  general  terms.  If  he  hears  the  term  white  applied 
P'to  the  paper  which  he  sees,  he  will  perhaps  individualize  this 
'  'abstract  term  for  a  while,  and  in  his  mind  whiteness  will  be 
applied  at  first  only  to  paper,  —  it  will  be  esclusively  the 
whiteness  of  paper ;  but  the  child  will  soon  come  to  employ 

I  the  sareie  word  to  express  the  whiteness  of  all  other  white 
objects. 
176.  General  Ideas  before  LANGPAnE.  —  Words  are 
thus  the  essential  agents  in  the  work  of  generalization, 
irbich  takes  plaoe  very  early  in  the  mind  of  the  cliild ;  but 
careful  observation  proves  that  the  child  is  capable  of 
generalizing  even  before  he   has  learned  to  speak. 

It  could  not  be  otherwise,  since  animals  themselves  have 
the  rudiments  of  general  ideas.  Dogs,  for  example,  clearly 
distinguish  beggars,  at  whom  tliey  must  bark,  from  all  those 
who  are  not  beggars,  and  who  must  be  allowed  to  enter.  So 
the  infant  exhibits  a  preference  for  young  and  pretty  faces, 
and  thus  outlines  a  process  of  generalization.  M,  Perez 
mentions  the  case  of  a  child  eight  months  old,  that  had  for 
a  favorite  toy  a  tin  box  provided  with  an  opening  into  which 
lie  stuffed  whatever  would  enter  it.  The  moment  any  object 
whatever  was  given  this  child,  he  would  turn  it  over  in  all 
directions  to  find  an  opening  in  it ;  "he  thus  had  the  general 
Idea  of  that  property  of  opening  and  capacity  which  he  had 
rceived  in    several    objects,  and  which    he    sought  tot 

177.    The  Child's    Tendency  to  Generalize.  — How- 
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ever,  it  is  when  the  child  has  learned  to  apeak  that  his  instini 
to  generalize  becomes  partieularly  mauirest.  As  we  have  said, 
he  has  a  marked  tCDdencj,  by  reason  of  the  vivacity  of  bis 
memory,  to  seize  reseniblaucea,  and  even,  by  the  aid  of 
imagination,  to  invent  them.     He  generalizes  in  defiance 
every   rule,    of   every   established   classification.     He   coi 
Btnicts  new  claeaifications,  sometimefi  very  original,  based 
BDperficial  analogies  and  far-fetched,  vague  resemblances. 
On  this  point  the  observei?fl  of  children  cite  a  great  numl 
of  examples.     An  English  chUd  who  had  learned  the  meaiH' 
ing  of  the  word  qvaclc  (duck),  employed  the  word  indifEerently 
to  designate  water,  all  sorts  of  birds,  insects,  and  liquids, 
and  even  coins,,  because  on  a  French  piece  of  money  he  had, 
noticed  an   eagle.     These   in  discriminating    and  mialeadii 
generalizations    are  no  doubt  due,  in  the  first  place,  to 
poverty  of  the  child's  vocabulary.     The  child  is  like  a  maoil 
who,   not   having   many  dishes,  eats  all  parts   of  his  repast 
from  the  same  plate ;  likewise  he  forces  several    meanings 
into  one  single  word.     It  is  thus  that  the  Romans  called 
elephants  oxen  of  Lucania.     But  they  are  not  merely  rei 
of  economy  that  govern  the    child.     If  he  transfers 
from  one  meaning  to  another,  it  is  because  he  has  a  i 
ouB   aptitude  for    discovering    among  things  resemblani 
which  escape  even  the  perspicacity  of  the  mature  mas. 

"A  little  girl  two  and  a  half  years  old  had  on  her  neck  ■ 
consecrated  medal.  She  had  been  told,  '  It  is  the  good  God.' 
day,  seated  on  her  uncle's  knee,  she  took  his  eyeglass  and  said,  '1 
is  my  uncle's  good  God.'  A  little  boy  a  year  old  had  travelai 
several  times  on  a  railroad.  The  engine  with  its  whistliid 
and  smoke  had  struck  his  attention.  The  first  word  he  I 
pronounced  was  fafer  (ohcmin  de  for) ;  and  after  that  I 
steamboat,  a  coffee-pot,  —  all  objects  that  hiss,  rnake  a  rack^ 
throw  out  smoke,  —  were  for  him /n/ers."  • 
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What  are  we  to  Thisk  op  the  Child's  Repuq- 

iNCE  FOK  Abstraction  ?  —  The  first  pedagt^ical  conclusion 
t  can  properly  be  drawn  from  these  facts  is  tbat  the  repug- 
'naDCB  of  the  child  for  generalization  and  abstraction  is  only 
apparent.  What  he  does  not  like  is  abstractions  which  he 
cannot  resolve,  which  are  presented  to  him  too  early  or 
imposed  on  him  without  preparation,- — abstractions  which 
he  doea  not  comprehend,  because  he  has  not  conceived  them 
himself  by  a  spontaneous  effort  of  his  own  mind.     Put  bim 

tthe  presence  of  things,  bring  together  before  him  objects 
the  same  kind,  and  his  instinct  to  generalize  will  readily 
d  free  scope.  In  order  to  teach  him  general  terms,  wait 
.  he  has  collected  experiences  enough,  and  has  had  under 
i  eyes  concrete  examples  enough  to  comprehend  with 
Bctoees  their  meaning.  Particularly  do  not  require  him 
at  once  to  make  abstractions  and  generalizations  in  the 
domain  of  moral  ideas.  Direct  this  reOection  towards  sen- 
sible things,  the  only  ones  which  are  as  yet  accessible  to 
his  intelligence. 


Bm< 


179.  Abuse  of  Abstraction  in  Teaching.  —  For  a  long 
le  there  has  been  an  abuse  of  abstraction  in  teaching; 
:amplG,  in  grammar,  when  definitions  and  rules  have 
been  made  to  precede  examples,  and  when 'in  general  the 
child  was  harassed  by  a  multitude  of  general  terms  which  he 
does  not  comprehend,  or  which  he  only  partially  compre- 
hends. The  following  is  a  logical  order,  perhaps  |  but  it 
was  going  counter  to  the  order  of  nature.  This  vicioua 
method  Is  now  iliscountenanced.  Mr.  Bain  remarks  that  it 
is  now  a  rule  universally  recognized,  tliat  in  order  to  reach 
a  general  or  abstract  idea,  the  essential  preparation  is  a 
iwledge  of  the  particular  facts. 

iO..      lurOBTAKCS  OF  GENERAL  OR  AbSTRACI  IdEAS.  ^ — lu 
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oi-der  to  react  against  the  abuse  of  abstraction,  it  i 
necessary  to  banish  ft  from  the  school,  or  even  to  postpone 
it.  If  abstract  ideas  are  the  most  difficnlt  of  all  to  acquire, 
tbey  are  at  the  same  time  the  most  important.  Farticulai 
intuitions  have  no  value  save  on  one  condition,  that  th^ 
grndually  lead  the  mind  up  to  the  general  ideas  which  goveiM 
and  include  them.  Do  not  let  us  tarry  too  long  in  the  edai 
cation  of  the  senses,  which  should  really  be  but  an  intn^ 
duction  to  abstract  thought.  It  would  amount  to  nothing  ti 
make  a  multitude  of  particular  objects  pass  before  the  eya 
of  the  child,  if  at  the  same  time  he  were  not  made  to  form 
ttie  habit  of   generalization. 

181.     Difficulties  of  Abstkaction.  —  That  which  mak 
the  process  of  abstraction  complicated  and  dillicult  for  tl 
child  is  that  generalization  admits  of  different  degrees. 
it  were  a  question  merely  of  the  first  general  notions,— tho 
which  issue  spontaneously,  so  to  speak,  from  the  comparisi 
of  objects  which  are  sensible  and  familiar  to  the  child,  — hll^ 
instinct,  as  we  have   said,  would  suffice  of  itself  to  lead  him 
there.     But  these  generalizations,  compared  one   with   an- 
other, give  rise   to   new  generalizations,  higher  and    mor^ 
abstract.     As  a  iide,  we  are  not  careful  enough  to  make 
mind  ascend  tliese   different  steps  one  after  another ; 
neglect  the   intermediate   steps,  and   plunge   the  cliild 
quickly   into  the  highest  abstractions. 

The  difficulty  is  ^gravated  by  reason  of  the  imposaibili! 
in  respect  of  a  great  number  of  abstract  ideas,  of  presentii 
to  the  eyes  of  the  child  the  particular  objects  whose  relatioi 
they  express.  How  many  general  ideas  there  are  which 
be  communicated  to  the  child  only  through  words !  And 
has  great  difficulty  in  understanding  these  words,  becai 
they  surpass  the  range  of  his  imagination.  N«w,  the 
lesson,  however  elementary  it  may  be,  either  In  grammi 
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In   geography,  in  history,  or  in  arithmetic,  that  does  not 
require  the  use  of  a  great  number  of  tliose  abstract  terms, 
for  which  the   child  has  made    uo  corre  a  ponding   intuitive 
reparation. 

[  In  a  word,  if  the  firat  steps  in  the  field  of  generalization 

3  abstraction  are  easy ;  if  the  child  takes  pleasure  in  elasai- 

g  and  grouping  in  the  domain  of  material  objects ;  prog- 

i  is  diflflcult,  and  there   is   requu-ed    a    real   intellectual 

Vort  to  rise  to  higher  conceptions,  to  succeed  in  handling 

Wtractious   themaelyeB,  and    to  detach    them    from  eveiy 

jociation  with  particular  objects  and  sensible  reaUties. 

182.  Pedagogicai.  Rui.e3.  —  1.  The  first  rule,  as  we  have 
B&id,  ie  that  abstraction  should  always  be  preceded  by  cor- 
responding  intuitions.  It  is  necessary  to  follow  the  methods 
which  English  teachers  recommend  under  the  title  of 
methods  of  juxtaposition  and  of  the  accumulation  of 
examples,  —  methods  which  consist  in  collecting  objects ;  in 
placing  them  in  symmetrical  juxtaposition,  in  order  the 
^tter  to  bring  out  the  resemblances ;  in  multiplying  ex- 
.,  and  in  choosing  them  in  such  a  way  that  the  interest 
k  not  directed  to  their  particular  characteristics  and  that 

t   attention    is  made  to  bear  upon  their  relations. 
I  Mr.    Bain   dwells   on    the   choice   of  examples  in   these 

"  The  number  and  the  character  of  objects,"  he  says,  "  must 
also  be  taken  into  account.  They  may  be  too  few,  or  they  may 
be  too  many ;  they  may  even  have  the  efEect  of  obstructing  the 
growth  of  the  gcueral  idea. 

"  The  selection  must  be  such  aa  to  show  all  the  extreme  varie- 
tiea.  Identical  instances  are  oat  to  be  accumulated ;  they 
merely  burden  the  mind.  Varyuig  instances  are  necessary  to 
show  the  quality  under  every  combination.  To  bring  home  the 
abstract  property  of  roundness,  or  the  circle,  we  must  present 
concrete    examples    in  varying  size,   color,   material,   situation. 
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and  oirciun stances.    To  explain    a  building   we   mnat  cite 
stances  of  buildiugs  for  all  kinds  of  uses."  '  i 

Mr.  Bain  is  wrong  in  giving  tlie  first  place  to  extreme' 
varieties.  It  is  better  to  present  to  the  cfaild,  for  each  class. 
of  objects,  average  specimens  in  which  the  characteristicB 
common  to  the  whole  class  appear  in  some  relief,  and  are. 
not  obscured  by  particulars  that  are  too  striking.  In  other 
words,  it  is  necessary  to  aid  the  child's  effort  at  generaliza- 
tion, by  assisting  his  mind  in  making  an  easy  transition 
from  one  object  to  another.  Extreme  varieties,  separated 
by  too  wide  an  interval,  would  certainly  hinder  the  percep- 
tion of  resemblances ;  they  should  be  the  last  presentations 
made. 

Ab  to  the  number  of  examples,  it  varies  in  different  cases. 
Mr.  Bain  remarks  that  for  certain  notions,  as  that  of  a 
simple  quality,  —  weight,  for  example,  —  one  or  two  ex- 
amples are  autficieut,  while  it  is  necessary  to  collect  a  large 
number  to  give  an  exact  idea  of  laige  classes  of  objects, 
such   as   houses,  plants,  etc 

2.  A  second  rule  consists  in  graduating  the  generali- 
zatlons.'  It  is  necessary  that  the  chUd,  when  presented  with 
an  abstract  idea  of  the  first  grade,  should  be  able  to  indicate 
the  individuals  which  compose  it ;  but  it  is  also  uecessary, 
when  he  rises  to  a  generalization  of  a  higher  degree,  that  he 
should  be  able  to  decompose  it  by  giving  an  account  of  the 
simpler,  more  elementary  ideas  which  serve  to  support 
Ad  aggregate  of  abstract  ideas  is  like  a  vast  machine  wh 
parts  work  into  each  otlier.  In  order  that  the  machine 
it  is  of  ttie  first  iniportnuce  that  no  part  be  wanting,  and  t 
all  tlie  intermediate  parts  be  in  their  place. 

3.  Finally,  it  is  necessary  to  guard  the  use  of  words. 


I 


1  BdueaUtm  a»  a  Scienct.  p.  193. 
*  See  the  arUcle  Alalniclk'H,  by  M. 
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define  with  exactness  all  the  terms  which  we  employ  in  the 
iostruction  of  the  child.  The  pupil  is  only  too  miifh  in- 
clined to  f)e  content  with  a  vague  and  confused  notion  of 
general  terms.  This  natui'al  indolence  should  he  corrected  ; 
the  pupil  should  be  enlightened  by  exact  definitions ;  and  he 
should  be  required  to  give  proof  of  his  understanding,  either 
by  employing  synonymous  expresaiona  or  by  giving  par- 
ticular examples  included  under  the  abstraction  which  has 
been  defined. 


KcaU 
^ftaturt 


183.  Reasoning.  —  The  proceaa  of  abstraction,  of  gener- 
ftlizntiou  proper,  which  has  to  do  with  ideas  and  concep- 
itiODSi  is  one  thing ;  and  reasoning,  which  associates  and 
ibines  judgments,  is  quite  another.  It  is  not  required  to 
,11  in  this  place  what  the  psychologists  teach  us  of  the 
iature  of  this  operation  and  of  its  two  different  forms,  in- 
duction and  deduction.'  Nor  have  we  to  dwell  on  the  rules 
which  logic  prescribes  for  reasoning.     Our  object  is  simply 

fshow  how  education  develops  and  cultivates  the  child's 
wer  of  reasoning. 
184.   Importance  of  Kkasoning.  —  It  ia  easy  to  compre- 
hend the  importance  of  this  intellectual  operation.     Without 
reasoning,   knowledge  would    be  restricted    to    the    narrow 
^circle  of  the  immediate  intuitions  of  the  reason  and  of  the 
^Hrect   perceptions   of   experience  ;  the   human    intelligence 
^Bguld  be  prohibited  from  passing  beyond  the  limited  horizon 
^KE  the  senses  and    of  consciousness,  and  of  conceiving  the 
general  laws  which  constitute  science,  and  by  means  of  which 
the    mind  embraces  the  entire  universe. 
On  the  other  hand,   we  must  not  forget  that  reasoning 
V  be  abused ;  that  too  much  logic  misleads  and  deceives 
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US ;    and  finaUy,  that  wbat  Moliere  Bait]    of  the   house  ( 

the  Feminen  Sa'uantps  may  aa  truly  be  said  of  the  mind : 


"  How  reasoning  banishes  r 


185.  Rn^soNitfG  IN  THE  Child.  — Locke  is  of  tlie  opinion 
that  the  child  is  capable  of  I'easoning,  and  that  he  liBtens  to 
reason  as  soon  as  he  can  speafc. 

CoDdillac,  a  disciple  of  Locke  in  philosopliy,  is  inspired 
the  same  pedagogical  doctrice. 

"  It  ha«  been  proved,"  he  says,  "  that  the  faculty  of  i 
ing  begins  as  aoon  as  our  senses  begin  to  develop,  and  that  ne 
haye  an.  early  nse  of  our  senses  only  because  we  have  an  early 
use  of  our  reason.  .  .  .  The  faculties  of  the  understanding  are 
the  same  in  a  diUd  as  in  a  grown  man.  .  .  .  We  see  that 
children  begin  early  to  grasp  the  analogies  of  language.  If  they 
are  sometimes  deceived  in  this,  it  is  none  the  less  true  that 
they  have  reasoned." 

And  Condillac  goes  so  far  as  to  compare  this  inBtinctire 
initiation  of  the  chUd  into  his  native  language  ynih  the 
reasoning  of  Newton,  discovering  by  a  series  of  inductioDl 
and  deductions  the  system  of  the  world  ! 

Our  reply  to  Condillac  and  Locke  is  that  they  have  t>omJ 
failed  to  recognize  the  general  and  abstract  element  in 
reasoning,  and  that  they  confound  the  highest  forms  of  £be 
highest  intellectual  operation  with  its  lower  forms,  yrith 
the  thoughtless  inferences  which  may  be  observed  even  i 
animals. 

Doubtless  there  is  a  sense  in  which  the  child  reasons ;  1 
he  does  this  almost  without  knowing  it,  almost  uncoaj 
Bciously.  Moreover,  his  reasoning  bears  only  on  the  pai 
ticular  and  sensible  objects  which  he  perceives  every  dajj 
Do  not  require  him  to  reason  on  abstract  ideas.  When  he~ 
grasps  the  analogies  of  language  he  ol>eys  an  instinctive 
U^ic.     The  child  of  three  or  four  years  will  persist  in  say- 
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tug  a  le  c/ieval,  a  le  jardin,  because  he  has  bbai'd  people  say 
a  la  vache,  a  la  promenade;  he  wiU  reduce  the  number  of 
coDjugatioDs  and  say  baiter  instead  of  battre^  because  he  has 
learued  that  most  verbs  are  conjugated  hke  aimer^ 

Gradually,  however,  the  child  becomes  capable  of  real 
reasoniug,  that  which  implies  attention,  mental  effort,  and 
the  conscious  concatenation  of  judgment  and  ideas  ;  and  this 
process  of  reasoning  appears  rather  early  in  children   well 


186.    Eddcation  of  the    Reason.  —  For  the  reason,  as 

for  the  judgment,  tliere  is  not,  properly  speaking,  any 
special  training ;  but  in  whatever  he  teaches  the  child, — 
grammar,  history,  the  sciences,  etc.,~tlie  teacher  may 
habituate  the  child  to  reason,  and  ought  to  do  so. 
"There  is  no  subject  of  study  which  may  not  in  the  hands 
iutelhgent  and  efficient  teacher  be  made  helpful  to  this 
Thus  the  study  of  phyaical  geography  sliould  be  made 
caaiou  for  eierciaing  the  child  in  reasoning  as  to  the 
UiseB  of  natural  phenomena.  History,  again,  when  well  taught 
liy  be  made  to  bring  out  the  learner's  powers  of  tracing  an- 
logies,  finding  reasons  for  events  (e.  g.,  motives  for  actions), 
I  balancing  oonaidaratioua  ho  aa  to  decide   what  ia   probable, 

r  just  in  given  circumstances." ' 
However,  the  teaching  of  the  sciences  remains  the  grand 
Mtrument  for  the  education  of  the  reason.  In  fact,  the 
pjences  are  but  aggregates  of  general  knowledges,  rigor- 
iBly  based  on  exact  deductions  and  orderly  inductions, 
esented  in  a  methodical  and  logical  order,  and  expressed 
h  precision.  There  could  not  be  a  better  school  for  the 
lealties  of  reflection.  In  studying  the  physical  seiencfs  the 
ident  accustoms  himself  to  generalize  and  to  make  in- 
ductjons  with  caution,  and  in   striving   to   comprehend  tlie 
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demonstrations    of  the   mathematical 
make  rigorous   deductioDs. 

187,  Particular  Tendency  TOWAKna  Inddction.  - 
child  is  more  iaclined  to  iDduction  than  to  deduction ;  jus 
aa,  when  be  niters  the  menniug  of  words,  he  generalize 
them  in  their  signification,  rather  than  speuializea  them, 
is  easy  to  understand,  in  fact,  that  the  mind  at  the  i 
prefers  to  rise  from  the  particular  to  the  general,  rather  tlu 

to  descend  from  the  general  to  the  particular.  The  thoughttn 
of  the  child  are  almost  nllindividual ;  be  has  at  his  command 
only  a  small  stock  of  general  Itnowledge.  Now  all  deduc- 
tion euppoaes  general  principles,  universal  truths.  From 
this  fact  there  follows  this  pedagogical  conclusion,  that  tl 
inductive  sciences  are  best  adapted  to  the  first  years  c 
instruction.  Educators  are  in  error  who,  like  Diderot,  v 
begin  with    mathematics. 

188.  Moderation     Recommended.  —  "  Reasoning 
children,"  says  Rousseau,   "  was  tJie  great  n 

and  it  is  the  one  chiefly  in  vogue  to-day For  i 

self,  I  see  nothing  more  silly  than  those  children  with  y 
one  has  reasoned  so  much."  Rousseau  would  have  a 
remain   a  child. 

No  doubt  we  should  distrust  precocious  reasoners ; 
this  should  not  make  us  fall  into  the  opposite  e 
Rousseau  was  wrong  in  recommending,  tlirough  his  desire  ll 
retard  beyond  measure  the  development  of  the  reaaoniq 
faculties-     Locke  was  wiser  when  he  wrote : 

"  I   think   1  may  say  there  is   not  so   mucli  plea 
ft   Child  prattle  agreeably   as  to  reason  well.     Encourage,   thei 
fore,  his  inquisitiveness  all  you  can,  by   satisfying  his 
and   iDfarming   his    judgment,   as  far  as    it   is  capable. 

ire  anyway   tolerable,  let   him   find  the  credit  a 
1  of  it.    And  when  they  are  quite  out  of  the  « 
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let  him,  without  being  laughed  at  for  his  mistake,  be  gently 
pot  into  the  right ;  and  if  he  shows  a  forwardness  to  be 
reasoning  about  things  that  come  his  way,  take  care,  as  ranch 
_  as  possible,  that  nobody  check  this  iiicli»ation  in  him,  or  mislead 
(  by  captious  or  fallacious  ways  of  talking  with  him.  For 
I  is  done,  this,  as  the  highest  and  most  important 
acuity  of  our  minds,  deserves  the  greatest  care  and  attention 
1  cultivating  it,  the  right  improvement  and  exercise  of  our 
1  being  the  highest  perfection  that  a  man  can  attain  to 
1  this  life." ' 


189.  Speciai.  Exercises  in  Reasoning:  Df.dcction  and 
THE  SixLooiaM.  — Though  the  training  of  the  reason  is  for 
the  most  part  the  natural  result  of  the  studies  pursued  and 
of  the  maDuer  in  which  they  are  taught,  it  is  not  without  use 
to  propose  to  the  child  some  special  exercises  in  reasoning. 
In  ordinary  discourse  the  reasonings  are  rarely  expressed 
nnder  the  perfect  form  of  a  syllogistic  .irguraent.  Conae- 
qiiently  it  is  very  useful  to  drill  pupils  iii  discovering,  in 
carefully  chosen  examples,  the  different  elements  of  the 
syllogism,  as  the  conclusion,  when  only  the  premises  are 
stated,  or  that  one  of  the  premises  which,  in  the  rapidity 
of  the  argument,  has  been  left  understood.  By  this  means 
the  pupil  will  acquire  the  habit  of  disentangling  the  error 
in  the  reasonings,  often  uncertain  and  ambiguous,  of  which 
the  discourses  of  men  are  composed.  Without  needing  to 
resort  to  the  learned  rules  for  deduction,  but  simply  from 
having  reconstructed  the  syllogism  in  its  three  propositions, 
an  attentive  mind  will  easily  discover  whatever  of  the  false 

I  the  equivocal  has  slipped  into  the  reasoning. 
First,  here  are  examples  of  arguments  in  which  the  pupil 

Fill  have  to  supply  one  of  the  fuudaraental  propositions 
&bich  are  necessary  to  assure  their  validity. 

>  Locke,  op.  cU.,  g  122. 
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190.  To  Find  the  Pkemisk  which  is  Lacking  ts  the 
Following  Reasoningb:  —  There  ia  anger  that  ia  not  blame- 
worthy, WLat  other  premise  do  you  need  to  infer  that 
certain  passions    are    not   blameworthy? 

Suppose  a  man  says,  "  I  detest   foreigners."    Find  an-  . 
other  premise,  which  joined  with  this  aeeertion  authorizea 
the  conclusion.  "  No  foreigner  deserves  to  be  loved." 

Solon  ought  to  be  considered  a  wise  legislator,  because  hs 
adapted  his  laws  to  the  character  of  the  Athenians. 

A  slave  is  a  man ;  he  ougbt  not,  then,  to  be  a  slave. 

Rousseau   was  a  man  too  ardent  not  to    commit    i 
errors. 

The  eruptions  of  volcanoes   and  earthquakes   cannot  I 
considered  as  warnings  sent  by  God  to  the  wicked,  Bina| 
these  scourges  overtake  both  the  innocent  and  the  guilty^ 

191.  To  Find  the  Conclusion  Involved  in  th» 
Following    Asseetiosb  :  —  I    know   that  A,  B,  and  C  are 

blockheads,  and  at  the  same  time  educated  men:   have 
the  right  to  draw  any  conclusion  from  this? 

Ko  science  can  be  absolutely  perfect,  and  yet  all  the 
sciences  deserve  to  be  cultivated. 

Prejudices  indicate  a  weak  mind,  and  we  sometimes  m 
with  prejudices  in  men  who  are  very  well  educated. 

192.  To  RBoncE  the  Following  Arguments  to  i 
Syllogistic  Form  : — Poetry  is  not  a  science.  The  esseiH 
tial  characteristics  of  a  science  are  truth  and  generality  j 
and  poetry  has  neither. 

Ko  war  is  for  a  long  time  popular,  because  war  alwayfl 
brings  an  increase  of  taxes,  and  whatever  is  prejudicial  b 
our  interests  enjoys  but  a  passing  popularity. 

Of  two  evils  we  must  choose  the  least:  so  s 
revolution  being  a  smaller  evil  than  a  permanent  deflpotisi 
should  be  preferred  to  it. 
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^»  In  tbe  examples  which  we  have  just  proposed,  the  effort 
of  the  pupil  shouM  l.>e  directed  to  three  points:  1.  To  set 
forth  the  concluaion  with  clearness,  —  that  is.  the  thing  to 
be  proved,  in  euch  a  way  as  to  diBtingiiish  in  a  proposition 
the  major  temi  from  tbe  minor  term;  2.  To  discover  the 
middle  term  of  the  argument,  of  wlilch  there  shonld  be  only 
one  in  every  conclnsive  syUogism ;  3.  To  determine  with 
esftytueas  the  two  premises,  one  of  wliich  tonneets  the 
major  term  with  the  middle  term,  and  the  other  the  minor 
term  with  the  middle  term. 

The  Byllogism  once  reconstrncted,  natural  gooii  sense 
usually  suffices  to  determine  the  value  and  legitimacy  of  the 
argument.  If  there  remains  any  doubt,  it  would  become 
necessary  to  apply  the  rules  of  It^ic  to  the  suspected 
syllogism;  and  if  it  violates  none  of  these  rules,  it  ia 
legitimate    and    conclusive. 

^^Kl93.    IxDircnvE  BEASONtNe. — In  order  to    make  pupils 

^HKurly  understand  the  mechanism  of  inductive  reasoning, 
^their  attention  must  be  called  to  the  three  essential  points 
in  every  induction :  1 .  The  condtmon,  which  ought  to  be  a 
proposition,  an  affirmation  proving  that  two  facts  agree  or 
do  not  agree;  2.  The  character  of  generality  in  this  prop- 
osition, which  should  be  applicable  to  all  the  cases  of  a 
given  order ;  3.  The  method  employed  in  order  to  arrive  at 
this  general  proposition,  a  method  which  is  an  appeal  to 
observation  and  to  facts. 

An  exact  idea  of  tlio  general  propositions  whicli  are  the 
Mult  of  every  legitimate  induction  will  be  gained  by  taking 
mploB  in  the  different  sciences. 

magnet  atti'acts  iron  (physics). 
fdies  fall  in  a  vacuum  (physics). 
xJies  expand  under  the  influence  of  heat  (physics). 
J'he  simplest  substances    ave    those    which    manifest  the 
h>ligeat   affinities   (chemistry).  ..^    A^^^^^^^^ 
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Compounds  are  more  fusible  than  elements  (chemistry). 

The  temperature  of  boiling  water  destroys  animal  life 
(physiology) . 

The  red  corpuscles  of  the  blood  are  charged  with 
carrying  oxygen  to   the   tissues  (physiology). 

Feeling  is  always  united  to  the  will  and  to  the  intelli- 
gence (psychology). 

Fear  enfeebles  the  faculties  (psycholc^y) . 

The  more  vivid  the  consciousness,  the  more  tenacious 
the  memory  (psychology). 

The  development  of  the  brain  corresponds  to  the  de- 
velopment of  the  muscles,  and  in  general  of  all  the  organs 
(zoology). 


CULTURE    OF   THE    FEELINGS. 

19i,  Moral  Education.  —  Intellectual  education  is 
Barely  the  beat  of  preparations  for  moral  education.  What- 
ever is  doue  for  developiug  tbe  intelUgence  is  far  from 
being  lost,  so  far  as  the  culture  of  the  aentiments,  of  the 
moral  consciousness,  and  of  the  will  is  concerued.  Id  a 
well-oi^anized  intelligence,  all  whose  faculties  have  received 
the  education  appropriate  to  tbeir  destination,  tbe  moral 
qualities  of  the  character  germinate  spontaneously.  The 
man  merely  instructed  ia  sometimes  a  bad  man  ;  but  we 
doubt  whether  the  same  tbing  is  true  of  a  man  well 
educated  intellectually,  A  tempered  imagination,  a  power- 
ful atlfintion,  and  a  sound  judgment,  are  reliable  barriers 
which  vouch  for  the  ardor  of  the  passions  and  prevent 
the   errors  of  conduct. 

It  is  none  the  less  tme  that  intellectual  education  is  not 
sufficient,  but  that  tlie  other  faculties  also  demand  a  special 
culture.  The  man  of  feeling  has  no  less  value  than  the 
man  of  intellect  We  are  not  destined  merely  to  know  and 
conipi'ehend,  but  are  also  made  to  feel  and  love.  Moral 
education  is,  then,  to  be  diatiaguished  from  intellectual 
e<lucation,  and  its  first  purpose  ought  to  be  the  culture 
of  the  feelings. 

!95,  Complex  Natdhe  of  the  Feelings.  —  Nothing  so 
Tariuas,    nothing   so    complex,  as  the    psychological  facta 
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whieli  philosophers  connect  with  the  feelinga.  It  ia  ape^ 
daily  here,  in  the  presence  of  these  phenomena  ao  diverse, 
nhicb  are  the  elements  of  all  tbe  virtues  and  all  the  vices 
of  humanity,  —  in  the  presence  of  the  manifestations  of 
what  is  humblest,  grossest,  and  abo  most  elevated  and 
ideal  in  the  human  soul, — it  is  hei'e  that  it  is  meet  to 
summon  before  us,  in  order  to  reconcile  them,  the  extreme 
opinions  of  those  who  say  with  Rouaeeau  that  everything 
is   good  in  man,  and  with  Ilegel  that    everything    ia  bad. 

The  fpelings  are  the  common  source  whence  tbe  most 
degrading  paaaions  and  the  moat  elevated  sentiments  borrow 
their  aliment.  It  is  to  tliem  that  are  beholden  at  the 
same  time,  the  sensualist  who  fot^eta  himaelf  in  bodily 
pleasures,  the  selfish  man  who  is  absorbed  in  tbe  pursuit 
of  personal  good,  the  bad  man  who  sacriflces  everything 
to  his  vindictive  spirit,  the  man  devoted  and  good,  who  has 
no  pleasure  but  in  making  others  happy,  the  friend,  the 
patriot,  the  philanthropist,  who  deny  themselves  in  order 
to  serve  the  objects  of  their  pious  affection. 

From  this  very  diversity  of  the  phenomena  of  the  feel- 
ings, it  follows  that  the  function  of  education  ia  twofold. 
On  the  one  hand  it  must  temper  or  even  repress  daugevons 
incliuatious  and  bad  passions,  and  on  the  other  Btimuli 
and  develop  the  beautiful  and  noble  elements  in 
emotional  nature. 


ons 


196.  Division  of  the  Inclinatioits.  —  The  moat  of 
psycfaologiats  agree  in  distributing  the  indiuationa  or 
emotions  into  three  classes : 

1.  The  personal  or  individual  inclinations,  which  hsl 
for  their  object  the  me  and  whatever  ia  dii'ectly  connaoU 
witit  it :  such  are  the  pleasures  of  self-love  and  of  ambitior 
They   are    all   included  under   one    term.  —  selfishness. 

2.  The    sympathetic    or    benevolent   inclinations    wh) 
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■  US  to  others,  and  for  which  the  positivist  echool 
r  hna  invented  the  barbarous  term  altniisM :  such  are  the 
I  affections  in  general,   as  patriotism  and  love  of  humanity. 

The    higher    inch  nations,    whose    object     is    abstract 

I  ideas,   as  the  love  of  the  true,  the  beautiful,  and  the  good. 

Among    these    different    raunifestations    of   the    feelings, 

I  tiie  last  foi'm  a  class    wholly    distinct,  - —  tliey    pertain    to 

I'lrhat  is  highest  in  human  nature,  to   ethics,  to  scieuce,  to 

We  shall  study  them  by  themselves.  At  present  we 
I  ahaU  examine  in  their  natm'ol  development  and  pedagogical 
r  trentment  only  the  selfish  and  the  benevolent  inclinations. 
I  And  at  the  first  we  shall  throw  into  strong  relief  the 
I  bdiuations  which  properly  constitute  the  benevolent 
[  feelings,  —  love  for  otJiera,  in  one  word,  the  heart,  through 
[  which,    as    the    Fere  Girafd   has    said,    "  man   is  all  that 

W  is." 


The  Edocation  op  the  Heast   too  often   Neg- 

. — ^For   a  long  time    the    psychologists  have    given 

the    feeUngs    their    proper  rank  in  the  hst    of    the  human 

faculties ;    but  it  seems    that  they  have   found  it  dilficult 

to   make    themselves    understood   by  teachers.      In    fact, 

I  (^en  most  of  the  works    on   pedagogy,  and  yon    will   find 

■ilitat  the  chapter  on  the  heart  is    generally  omitted.     And 

Kon  this  point  the  practice  conforms  only  too  closely  to  the 

sory.      How    many  schools  there  are  in  which    no  effort 

s  to  cultivate  the  emotions,    the    sympathetic  senti- 

3,  —  all   which    makes    men   good,    sociable,    loving, 

i  devoted ! 

Even  more,  it  has  occurred  to  certain  writers  to  mention 
omission   as   a   merit   in    educators  who  should  deem 
:i  a  compliment  a  reproach.     This    quotation  from    M. 
[Gnizot  is  an    example : 

"  The   almost  absolute    silenae  which  Montaigne   has  main- 
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which  pertains  to  forming  i 
me    a    new   proof   of   his   , 


tained  on  that  part  of  eilucatio 
heart  of  Uie  pupil,  seems  to 
judgment." ' 

198.  Necessity  op  this  Education.  —  We  cannot' 
assent  to  such  an  aBsertton ;  and  it  seems  to  us  that  the 
heart  has  as  good  a  right  as  the  mind  to  a  special 
training. 

And  first,  do  we  need  to  prove  that  the  heart 
at  least  as  much  as  the  mind,  and  that  the  feelings  desei 
the  care  of    the  educator?      Is    it    not  evident    that    duty' 
itself  ought  the  most  often  to  be  placed    under  the  keep- 
ing of  emotion?     There    is    no  virtue    really  secure,    save 
that  which  is  founded  on  the  love  of  virtue.     "He  alone, 
is  virtuous,"  said  Aristotle,  "who  finds   ph 
so."      No  doubt    we  should   distrust  men  who,  like  Roi 
seaii,  look  only  in  their  hearts  for  the  principles  of  thi 
conduct.     The  heart   should    be  governed    by  reason. 
an    ardent    sensibility    may   be    allied    with    the    strang< 
freaks  of  judgment  and  conduct.     But  let  us  also  disti 
characters    that    are   unfeeling,    too     rational,    which   are 
moved    only    by   cold     reflection.      They    will    make   more 
mistakes  than  we  think,  iinlesa  sentiment  comes   to  their 
relief.  - 

Moreover,  there  are  several  of  our  affections  which  £< 
an    integral    part   of   oar   duties.      To   love    one's 
one's    friends,  one's  country,    is    not    only  the    source 
the  most  delicate  pleasures  and  the   sweetest  joys  of  lift 
bat   is   also  the    first   duty  of   a   virtuous  man. 

199.  Particular   Difficulties  in   the  Education   ■ 
THE  Sentiments.  —  One  of  the  reasons   why  educators  ara 
generally  silent  upon  the  nature  of  the  heart,  is  probal 
the  particular  difficulty  of  this  part  of  education. 
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We  cannot  give  leasons  iu  seuaibiJity  as  we  give  lessoiiB  i 
in  reading  or  arithmetic,  "  Affection,"  Buys  MiBS  Edge- 
wortb,  "ia  not  learned  hy  heart."  The  teathur  holds  in 
liis  hands  the  meanB  of  exciting  the  intellectnnl  powers 
of  the  child ;  he  places  objects  before  his  eyes,  com- 
municateB  knowledge  to  him  througli  language,  and  in 
a  manner  acta  directly  upon  the  faculties 'of  the  soul; 
l)iit  he  has  not  the  same  power  over  the  sentimenta.  We 
cannot  command  a  child  to  be  moved,  as  we  require  I 
him  to  be  attentive. 

Besides,  the  great  diversity  which  nature  puts  into 
human  feelings  complicates  the  problem  still  more.  The  j 
heart,  much  more  than  the  mind,  is  a  natural  endowrai 
Common  opinion,  and  it  is  not  wholly  false,  declares  that 
we  are  bom  tender  or  unfeeling,  affectionate  or  cold. 
Edncation  seems  powerless  to  warm  up  certain  souls,  to 
endow    tliem  with  the    life  of  the    affections. 

N'otwiths landing  these  difficulties,  there  is  an  art  of 
cultivating  the  feelings ;  and  this  ait  consists  chiefly  in 
placing  the  soul  of  the  child  iu  circumstances  that  are  ^ 
tlie  most  favorable  for  the  complete  development 
his  natural  disposition. 


1  200.  Development  of  Sthpatht  n*  the  Child. — 
Originally,  the  child  ia  but  a  bundle  of  selflshness ;  and 
it  is  from  this  selfishness  that  there  is  gradually  disen- 
gaged   sympathy,    the  faculty  of  loving. 

Very  early    the    child    evinces    sympathy  or  antipathy, 

not  only   iu    respect   of  persons   and  animals,  but  also   of 

I  inatiimate  things. 

His   toys,   his  wooden   horses,   his  rubber   cats,   inspire  < 
t  him  with   the  tenderest  affection ;  and,  on  the  other  hand, 
I  lie    sincerely  liates  whatever    hurts   him     or    wearies    him, 

switch    and    the    wash-rag,"  saya    M.  tttei, '■'■  a.x*  1 
r  to  htm  perBou&l  enemies. "    ^ 


It  u  easy  to  prove  thai  the  earliest  sympathies  o 
the  cbild  are  bestowed  only  od  tlie  persons  who  have: 
given  him  a  persoDal  pleasure.  A  babe  of  six  moDths 
will  aa  yet  bestow  a  smile  onlv  on  its  nurse  and 
attetidant, — on  its  nurse,  because  she  recalls  to  it  thai 
pleasing  impressions  of  nooriahment ;  and  od  its  attend- 
ant,  iHjcanse  dike  soothes  and  caresses  it- 
Habit  and  familiarity  also  play  an  important  part  at' 
the  development  of  the  nascent  affections,  in  the  edu- 
cation of  a  sensibility  that  takes  fright  at  whatever  i«| 
new  and  unknown. 

Later,  wbett  to  the  pleasures  of  taste  and  touch  ther«[ 
are  added  those  of  sight  and  hearing,  the  sympattg; 
provoked  by  these  new  sensations,  agreeable  or  disagreda 
able,  is  extended  to  ■sonorous  or  colored  objects, 
animals,  for  example,  which,  by  the  grace  of  their  moi 
mente  or  the  vivaci^  of  their  cries,  give  to  the  sight 
the  hearing  of  the  child  the  occasion  of  agreeable  t 
citement. 

In    a    word,    sympathy    follows    step  by    step    the    si 
cessive  manifestations  of  the  pleasures  of  sense. 

201 .  Genehai.  Chahactekistics  of  Ikfant  Sensi- 
bility. —  The  sensibility  of  the  child  has  the  same  lin 
as  his  intelligence.  The  child  bestows  bis  thought  onlj 
on  actual  things ;  bis  memory  goes  back  hardly  beyond 
the  moment  that  has  just  passed;  he  cannot  extend  I 
inductions  into  the  future.  And  so  his  pleasures  aod  b 
pains  are  restricted,  so  to  speak,   to  the  present  hour. 

Hence  at  once  the  vivacity  and  the  fugitive  brevity  of 
the  child's  emotions.  His  sensuous  life  is  made  up  of 
momentary  passions,  sudden  tears  and  smiles,  violent 
pains,  unexpected  cureHseB,  —  in  a  word,  of  emotions  that 
are  as  ardent  as  tbey  are  transient.     We  eon  see,  in  t&ot^- 
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that,    being   determined    solelj  bv  the  presence  of  objects, 

the  feelings  of  the  child  are  quickly  excited,  but,   on  the 

other  hand,  they    extend    no    deep    roots,    they    remain  on 

Hilhe  surface,  and  are  not  fixed  in  the  soul.     The  child  is  in 

^■BBtasies  over  a  trifle ;    with  the  spring  of  his  young    and 

HBftpple    powers    he    gives  himself    up  to    his  joys  nud  his 

sorrows.     He  burste  out   in    laughter,  or   he   sheds    doods 

of    tears.     He   stamps   with  impatience   and    anger.     But 

all  this  fire  is  quenched  as  soon   as  lighted.     The  moment 

B.the  object  is  withdrawn  or   disappears,  there    is    hardly  a 

ice   of  the  feeling    left    in    hira.    As  yet  there    is  not 

tough    power  of  thought  in  the  mind  of  the  child -to  re- 

and    perpetuate    the    emotion.     '■'■  As    soon    as    new 

njects  and  new  impressions  present   themselves   to  him," 

bys  Mr.  Sully,  "the  current  of  passion  subsides." 

Abuse  of  the  Feelings  ih   Education,  —  There 
B  educators  whose   favorite   maxim  is,    "Always  reason 
Jritb    children ; "   but  there    are    othera    who  are    not    less 
"deceived    when    they    say,     "Always    appeal     to    their 


Education  does  not  admit  of  any  exclusive  mobile,^  and 
^■fte   emotions  less   than   any   other. 

^^B  I  The  diatjuction  between  motives  and  mobiles,  £rat  made  by 
^^Bnfiro;,  is  wortli  preaerving.  The  state  of  mind  tliat  precddeB  an 
^^Bl  always  oontains  two  elemeaU,  au  intellectaal  and  an  emationali 
^^ftd  usaally  these  elements  are  inversely  proportional.  Now  wlien 
^|k  Btiinulua  to  action  is  mainly  intellectual,  it  is  called  by  JoufEroy 
^It  tnoEioe;  bat  when  it  is  mainly  eraoliouol,  lie  calls  it  a  mobile. 
In  the  coiiduut  of  men  of  the  biglwst  type,  motive!!  predominate  j 
but  brutes  are  governed  wlioUy,  and  aavagea  mainly,  by  mobiles. 

■'  MolJves  are  Uie  intelleutual  reaBons  which  cause  us  to  act  in 
sach  or  sucli  a  manner,  such  as  thoughts  and  consideratJons  ol 
the  mind.  Mobiles,  on  the  contrary,  are  the  movements  of  the 
heart,  the  aflectjons,  tbe  passions.  For  example,  matemul  love  ia 
a  mobile,  but  the  oaleulaliona  of  interest  and  the  considerations  of 
s."  —  Marion,  iepoiis  de  Psijcholafjie,  p.  127.     (P.l 
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Were  eensibility  perfectly   deTeloped  in  the  child, 
would  be  danger  in  confiding    in  it    esclusiveW.     But  the 

child's  aenaibility  is  small  and  limited,  and  when  we  count 
on  its    inspiration  to  govern  his   conduct,    we  oft«n  place  J 
our  reliance  upon  a  nothing. 

203.    Fai.se  Appearances   of  Infant   SENSiBrLi-rr.- 
reality,  the  child  is  less  sensitive  than  he  seems.     Deceived 
by  appearances,  we  often  attribute   to  him  emotions  whitdi 
he  does  not  feel. 

"  The  actiona  of  chUdren  continually  deceive  as  by  their  t 
terior  resemblunoe  to  ours,  and  we  as  often  go  astray  ij 
to  find  in  them,  in  order  to  govern  them,  mobiles  similar  to  those 
of  which  we  ourselves  are  eonscious.  Louise,  in  some  passing 
transport,  leaves  her  play,  throws  her  arms  about  my  neck,  and 
cannot  leave  off  embracing  me;  it  seems  that  all  my  mother's 
heart  could  not  suffice  to  respond  to  the  warmth  of  her  careaseay 
but  she  leaves  me,  and  with  tiie  same  plaj^ful  movement  ) 
to  kiss  her  doll  or  the  arm  of  the  chair  that  she  meets  o 

There  is  an  evident  disproportion   between  the  exte 

manifestations  of  the  child,  his  gestures,  his  motioni 
which  attest  the  superabundance  of  life 
body,  and  the  real  measure  of  the  emotions  which  '. 
experiences.  Because  the  child  is  prone  to  cry, 
let  us  proceed,  on  fulse  appearances,  to  ascribe  to  him  i 
strength  of  emotion  similar  to  our  own.  It  is  ridiculoi 
to  correct  a  child  by  saying  to  him,  as  Rousseau  i 
after  a  fault  has  been  committed,  "My  child,  you  have 
done  me  a  wrong ! "  Either  the  child  will  not  compre- 
hend you,  and  your  admonition  will  leave  him  indifferent, 
or  he  will  appear  affected,  but   will    be   so  only  upon    ' 


^  Madame  Guizot,  Leitrea  defamme  siir  t'eduadum,  L,  p.  & 
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ifacB ;    and    in    trying    to    excite    a    premature    emotion 
I    will  have   obtained   only   an   affectation,    a   pretence 


"  When  the  Duchess  of  Orleans  was  ill,"  aays  Miss  Edge- 
irth,  "  the  children  were  instructed  to  write  '  charming  notes ' 
iin  day  to  day,  from  hour  to  hour,  to  inquire  how  she  did. 
lee,  when  a  servant  was  going  from  Saiut  Leu  to  Paris,  Ma- 
IDB  de  Silleri  asked  her  pupils  if  they  had  any  comniiHsions. 
le  little  Due  da  Chartres  said,  'Ten';  and  he  gave  a  mes- 
je  about  a  bird-cage,  but  he  did  not  recollect  to  write  to 
I  another,  till  somebody  whispered  to  him  that  he  had  for- 
tten  it"' 

Then  let  ns  take  children  for  what  they  are,  selfish 
tie  creatures,  in  whom  the  affectionate  emotions  grow 
It  slowly,  and  withoat  ever  effacing  the  i a cli nations 
'  personal  interest, 

204.     G-EVERAL    Roles    for    the     Eddcation    of    the 
EEXiNos.  —  The  attentive    study   of    the    slow    and    con- 
anous    pr(^ress  of    the    feelings,    rising   little   by    little 
om    the    grossest    pleasuves    of    the    senses  to    the  most 
ilicate  emotions  of  the  heart,  is  the  best  refutation  that 
in  be  made   of    the    error    of   educators    who,  like  Roua- 
isn,    would    wait    till    the    fifteenth    year    for   developing 
le  moral  sentiments.     We  cannot  too  early  cultivate  the 
sensibility   of  the    chOd  and  call    into    exercise,    in   chil- 
dren's   friendships,     in     the    affections  of    the    family,    a 
sensibility    destined     later     to   become    enamored    of    still 
iter  objects.     On  this  point  it  is  necessary  to  conform 
nature,  to  instinct,  and  from  an  early  age  to  give  free 
[rse    to    the    first   emotions,  to    the    first    aspirations   of 
heart.     The  education  of  the  feelings  will  at  first  be 
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negative ;  it  will  be  content  with  avoiding  whateve 
might  wound  or  repress  the  nascent  feelings.  But 
bj  little  it  will  become  positive ;  that  is  to  say,  it 
seek  every  occasion  to  excite,  and  at  the  same  time  t 
r^;ulate,  the  sentiments,  and  to  asBOciate  the  child'dj 
pleasurt^s  with  things  that  are   good  and  beautiful. 


206.  Kei.ations  op  Emotion  to  Idea.  — The  simplest 
psychological  analysis  suffices  to  prove  that  the  emotions 
have  direct  relations  with  ideas.  The  feelings 
exercised  only  upon  the  objects  made  known  by  the  i 
telligence.  It  is  an  error  to  suppose  that  the  heart  J 
impoverished  in  proportion  as  the  mind  is  enriched  J 
Would  you  have  a  child  love  his  country?  First  tea* 
him  what  his  country  is ;  relate  to  him  the  history  of  1 
ancestors ;  describe  to  him  the  extent  of  bis  native  larntj 
When  the  idea  has  once  taken  form  in  his  miud, 
emotion  will  follow  and  will  spontaneously  attach 
to  the  known  object-  It  is  not  enough,  however, 
enlighten  the  inteUigence ;  we  must  interest  the  ', 
nation.  An  English  philosopher  has  remarked  that  cohj 
ness  of  heart  b  frequently  caused  by  a  defective 
agination. 

"TIio  story  of  the  same  accident,  of  the  same  tragical  e 
if  told  in  a  heartless  and  uninteresting  manner,  will  leave  uB  0 
moved;  but  related  in  a  manner  which  speaks  to  our  imagination,' 
it  will  move  ua  to  the  very  depths  of  the  soul.    This  also  explaiiM 
how  an  accident  which  has  happened  in  a  city  that  we  know,  iu 
our  quarter,  in  our  neighborhood,  moves  us  infinitely  more  tha^ 
if  it  had  happened  at  a  distance,  in  a  foreign  city,  or  ii 
known  ooiuilry."' 

The  development  of  the  feelings  is  thus  intimately  ( 
nected  with  the  progress  of  the  intelligence.     We  have  i 
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rect  hold  on  the    emotiouB ;    we  cannot    evoke    them    at 
!  -word  of  command ;  hut  hy  indirect  means,  bj  appeal- 
fag  to  reflection,    by    presenting    to    tbe    child,    either    in 
l^miTFatiTea  or  in  real  examples,  situations  adapted  to  move 
i  shall  be    able,    by  enlightening    hia  mind,  to  find 
l^e  road  to  bis  heart. 

The  author  of  the  Eeole  vnatemelle  relates  an  excellent 

lesson  in  Glial  affection.      A  little  child  in  a  taUe  d'asile 

lad  lost  hia  mother.     On  coming  back  from  tbe  cemetery 

had    returned    to   school,    where    with    the   thoughtless- 

of   his    age   he    talked    and    laughed    with    iiis    com- 

ons.     When  the  time   for   opening  school  had  come, 

■  tbe    mistress   spoke    as    follows : 

"My  children,  we  will  not  aing  to-day,  for  to  sing  we  must  be 
happy  and  content.  Now  we  cannot  be  content  beoanae  here  is 
a  little  child  who  is  not  happy.  He  has  had  the  greatest  rairfor- 
tune  that  can  befall  a  child;  he  has  lost  his  mother,  who  loved  him 
so  much.  To-night  whan  he  goes  home  he  will  not  find  hia  dear 
mother  there  to  kiss  him.  Ton,  my  cliildren,who  find  your  mother 
Mt  home,  think  while  kissing  her  how  happy  you  are  in  not  hav- 
5  lost  her.  Love  your  mother ;  and  to  show  that  you  love  her, 
,oae  her  any  sorrow."  And  the  miatress  added,  "Be 
y  good  to  Charles,  who  no  longar  has  a  mother  to  love  him."  ^ 

CoMMmncATios  of,Feelin&. — If  feeling  camiot 
i  taught  directly,  there  is  a  compensation  in  the  fact 
teit  it  can  be  communicated.  Sensihility  is  contagious. 
Surround  the  child  with  affection  and  love,  and  he  will 
respond  to  this  appeal.*'  Hia  heart  will  be  moved  if 
he  feels  the  beating  of  other  hearts.  All  the  faculties  of 
the  soal  have  a  tendency  to  radiate,  to  expand ;  but  this 
is  especially  true  of  the  emotions.  If  yon  discover  cold- 
\  and    inseusibOity  in  a  mature  man,  do  not  condemn 
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him  hastily ;  for  the  fault  ie  probably  due  to  his  parentSfil 
his  flret  teachers,  or  to  his  surrouudings,  rather  than  to)M 
himeelf.  Madame  de  Maintenon  was  reason  itself,  but.H 
her  Solidite,  aa  Louis  XIV.  called  her,  was  somewhat  B 
lacking  in  sensibility  aad  beoigmty.  This  fault  was  M 
certainly  due  in  part  to  her  education ;  her  mother  had  I 
kissed  her  but  twice  in  her  whole  life,  and  then  afterJ 
a  long  absence.  M 

The  best  means  of  making  a  child  affectionate  is  tofl 
treat  him  with  affection.  Love  is  born  of  love.  The  soidH 
opens  and  yields  itself  to  the  affection  which  is  bestowedfl 
upon  it.  Surrounded  by  persons  of  gentle  passions  ao^l 
beneyolent  dispositions,  habituated  to  be  an  object  cF9 
indulgence  and  affection,  the  child  will  naturally  becom&fl 
gentle  and  affectionate.  He  will  learn  to  feel  the  goodnesftfl 
whose  effects  he  has  experienced.  ■ 

"  Let  the  teacher  love  hia  pupils,  and  their  hearts  will  respondfl 
to  his  own.      Lova  is  natarally  eommunieativo ;  it  invites  a  gra^S 
oious  and  ajmpathetic  rEtum.     The  child  very  well  knows  whmtfl 
he  is    loved;  he    sees  it  in  the  glances,  in  the  words  of  hl^fl 
teacher,  and  when  he  recogiuzes  in   hia  teacher  a  patience  fnllM 
of  affection,  his  heart  grows  Render  and  inevitably  becomes  alt^9 
taohed  to  one  who  consecrates  himself  to  him  with  such  devotion. 
Then   he   nma  to  him  with  joy;    in  his  teacher  he  has  found  a 
friend  and  a  father.    "  It  is  here  that  I  take  my  stand,"  said  Pes- 
talozzi ;    "  I  wovdd  have  my  children  able  at  each  moment,  from 
morning  till  evening,  to  read  on  lof  face  and  to  divine  npon  n 
lips  that  my  heact  is  devoted  lo  them ;  that  their  happiness  i 
their  joja  are  niy  happiness  and  my  joys," ' 

Rei-atioks    op     Emotion    to     Action.  - 

'  Gauthey,  De  i'Sducation,  IL,  p.  8.    It  is  not  useless  tt 

Madame  Pape-Carpantier.  tliat  tliis  nffection  of  the  teaeher  for  li 

pnpUa  ought  to  be  particular,  individual.    "  That  children  may  loTf 

Love    them,  not  from  tlie   heights  of  a  lofty  phi] 
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■«Hent    means  of    cultivating     the   feelings    is    to    provide  ^H 

ocoiaiona  aod  procure    the   means    for  calling  them   into  ^H 

exer'^iae.      The    Abb(;  do  Saint    Pierre    required  as  school  ^| 

eserciaes    acts  of  benevolence    and   justice.      At  least    we  P 

nmy  require  of  children,  iu  their  own  family,  acts  of 
tenderness  towards  their  brothers,  respect  for  theii- 
parents,  and  at  school,  acta  of  good-will  towards  their 
schoolmates.  By  the  very  fact  tliat  he  has  been  accus- 
tomed to  practice  a  virtue,  the  child  will  acquire  the  feeling 
which  ordinarily  accompanies  and  io spires  that  virtue. 
Bv  giving  alms  he  will  learn  to  love  the  poor ;  by  doing 
others  a  service  he  will  come  to  love  humanity.  But  on 
one  condition,  however,  —  that  the  acts  suggested  to  the 
chUd  are  suited  to  hia  nature,  that  tliey  already  accord 
with  his  tastes,  and  that  they  are  not  constrained  and 
forced.  Only  then  will  the  child  find  in  the  act  accom- 
plished a  new  source  of  pleasure,  and  this  pleasure,  once 
tasted,  win  stimulate  him  to  repeat  the  act.  It  is  a  truth 
which  deserves  rect^uition,  that  we  love  only  because 
we  find  pleasure  in  loving. 

But  care  must  be  taken  not  to  be  satisfied  with  appear- 
ances. In  sentiment,  as  in  religion,  it  is  the  reality  wtuch 
is  important,  not  the  exterior  formalities.  The  rich  child, 
for  example,  gives  money  freely  to  the  poor,  when  he  has 
it ;  but  he  who  lives  in  abundance  does  not  know  the 
value  of  money,  he  feels  no  privation  from  what  he  lias 
done.  Then  accustom  the  child  only  to  acts  adapted  to 
his    age,    whose    significance   he   can  comprehend. 

In  this  exercise  of  the  efiild's  seosibUity,  care  should  lie 
taken  to  have  him  understand    the  effects  which  his  acts 

Ibropy, — you  will  then  be  too  tar  away  from  Uiem ;  love  all  the 
children  on  the  globe,  if  your  eoul  is  large  enough  ;  but  love  nbove 
everything  elae,  and  in  particular,  each  one  of  those  who  are 
iilliiut«d  to  your  care.    No  abstract  aSection,  but  much  ofiection  in 
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produce  on  the  feelings  of  others.  Defective  sympaOl 
often  cornea  from  the-  inattention  of  the  child,  who  do* 
not  tiike  into  account  the  feelings  of  others.  He  woi 
be  more  affectionate,  more  loving,  if  he  knew  just  b 
much  bia  disobedience  and  his  faults  grieved  those  wb 
love  him.  Then  make  him  reflect,  either  on  the  pain  1 
caused  his  parents  by  his  bad  conduct  or  on  the  pleasol 
he  has  given  them  by  hia  gooil  conduct.  The  day  1 
child  has  formed  a  just  idea  of  the  consequences  of  1 
conduct  he  will  really  experience  the  delights  of  sympatt 
and  affection ;  he  will  seek  his  pleasure  in  the  pleastu 
of  others ;  he  will  have  passed  the  narrow  circle 
selfSshnese. 


208.  The  Generation  or  Feelings  one  bt  j 
— If  it  is  true  that  feelings  are  communicated  from  i 
heart  to  another,  it  is  not  less  true  that  by  a  sort  of  inteiic 
generation  a  feeling  once  excited  in  the  soul  gives  birth  i 
other  feelings.  The  different  aflJections  form  as  it  were 
chain.  If  the  cliild  seizes  one  end  of  it,  he  will  easily  g 
from  one  link  to  another,  and  the  entire  chain  will  j 
through  liis  hands.  At  first  let  us  appeal  to  the  simplei 
feelings,  those  which  are  most  familiar;  let  us  kindle  som 
flame  in  the  child's  heart ;  we  simll  see  this  flame  gradaaC 
gaining  ground ;  and  little  by  little  it  will  extend  to  t 
whole  soul. 

"  Children  who  see  their  father  and  mother  love  each  other  w 
also  love  one  another.  Li  a  home  where  affection  reigns,  they  i 
bathed  in  it  and  perspire  it  at  every  pore.  Before 
learned  to  Bpeak,  children  read  affection  in  the  eyes  of  father  s 
mother;  and  this  affection  children  transmit  to  everything  tl 
Burrounda  them."' 
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If  he  baB  begun  by  loving  his  family,  be  aesured  that  the 
child  will  ako  love,  when  the  time  comes,  hia  frienda,  his 
fellow-oitizeus,  and  tbe  whole  huniau  race. 

affactionate  son,  the  kind  companion,  will  also  be  by 
sort  of  happy  fatality  an  ardent  citizen,  a  patriot,  a  good 
genemuB  man.     It  is  not  filial  affection,  but    family 
'IfiahnesB,   that  sometimes   turns  aside  the   citizen   from 
loving  his  own  country  as  he  ought. 


The  Feeling  of  Fleasuke  and  Pain. —  Pleasure  is 
e  basis  of  alt  seneibility.    It  is  by  the  vivacity  of  the  pleaa- 
!  which  the  child  is  capable  of  feeling  that  his  degree  of 
fcnsibility  will  be  measured.     We  think  we  love    others  for 
n  Bake ;  but  in  reality  we  love  them  for  the  pleasure 
B  find  in  loving  them.    When  personal,  selfisii  intereats  are 
mceraed,  it  is  still  more  true  that  the  pleasure  we  esperi- 
a  the  basis  and  the  purpose  of  the  feeling, 
one  sense,  it  might  be  asserted  that  the  education  of 
Die  feelings  wholly  consists  either  in  developing  or  in  regu- 
lating the  child's  feeling  of  pleasiu'e. 

Bnt  there  is  pleasure  and  pleasure.  By  the  aide  of  the 
groas  enjoyments  of  the  senses  there  are  the  pure  emotions 
of  the  heart.  Tiiroiigh  tbe  development  of  the  intelligence, 
education  will  at  last  succeed  in  making  the  higher  pleae- 
nres  more  and  more  predominate  over  the  attractions  of 
laterial  enjoyment.  To  put  the  book  in  place  of  the  wine- 
,  to  replace  sensation  by  idea,  —  such,  according  to  Con- 
B  the  fundamental  problem  of  popular  education  ;  or 
;  not  by  idea,  at  least  by  sentiment.  Between  the  life  of 
aisation  and  the  intellectnal  life  there  is  an  intermediary 
lore  accessible  to  the  multitude ;  this  is  the  life  of  the  senti- 
ints,  of  the  emotiouB  of  the  heart,  of  family  and  social 
tectionH,  of  the  sacred  joys  of  patriotism. 
~t  is,  however,  a  question  whether  educaljon  should  have 
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a  tendency  to  increase  the  child's  aplitude  to  feel  pleasure 
and  paiu  vividly,  of  whatever  nature  they  may  be. 

According  to  Kant,  the  culture  of  the  feelings  of  pleas- 
ure or  of  pain  should  be  purely  negative.  The  case  of  a  child 
who  takes  pleasure  in  uothing  is  wholly  exceptional.  The 
feeling  of  pleasure  is  too  much  in  conformity  with  nature  to 
make  it  necesaafy  to  excite  it.  There  should  be  only  precau- 
tions  to  be  taken  against  a  tendency  naturally  so  powerfuL 

"There  la  uo  need,"  says  the  German  philosopher,  "  to  mollify 
the  feelings.  The  propensity  for  pleasure  is  more  vexatious  to 
men  than  all  the  evils  of  life."  > 

Surely  there  is  nothing  good  to  be  expected  from  soft 
and  effeminate  natures  which  can  act  only  under  the  impulse 
of  pleasure.  We  do  not  believe,  with  Fi'nelon,  that  every- 
thing is  to  be  done  in  education  with  an  eye  to  pleasore^iving, 
and  that  the  teacher's  ideal  is  to  have  "a  cheerful  face" 
and  to  provide  "cheerful  conversation,"  Without  believing 
that  pain  is  inseparable  from  effort,  ^  for  there  are  efforts 
that  are  joyous,  in  which  the  display  of  activity  redoubles 
pleasure,  — we  grant  that  effort  is  sometimes  painful,  afHic- 
tive.  Now  effort  is  the  condition  of  progress,  the  instru- 
ment of  education.  ■ 

"Let  us  fight  against  soft  impressiblenesfl  in  children;  but  h^ 
us  not  forget,  on  the  other  hand,  that  insensibility  is  the  worst  uS 
all  faults.    Wliat  can  be  expected  of  those  dullish  children  whom 
nothing  moves,  who  can  neither  laugh,  nor  even  smile,  whom 
pleasure  does  not  excite?     On  the  contrary,  everything  is  to  be 
expected   of   children  who  are  inclined  to  joyousness,  and  whom ,_ 
pleasure  inspires,  but  on  the  condition  that  we  know  how  t 
direct,   little  by   little,   towards    the  good,   towards   the   objeo 
worthy  ot  being  loved,  this  need  of  enjoyment  and  this  ardor  fi 
pie. 
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10.  Excitation  of  Peksonai.  Feelings.  —  "  Sentiment 
develop  itself  unaided,"  eaya  Gaiithey,  '*  when  it  is  i;on- 
led  with  aelf-loye."  In  fact,  it  seems  at  first  sight  that 
file  selfish  feelings  need  only  a  negative,  repressive  discipline 
whiuh  merely  tempera  their  exaggeration  ;  and  yet  all  who 
have  had  the  management  of  fhildren  know  that  in  certain 
cases  education  should  assume,  even  with  the  personal  feel- 
ings, its  normal  function,  which  consists  in  spurring,  in  stim- 
ulating. In  fact,  there  are  natures  so  languid  and  sleepy  that 
education  should  intervene  to  animate  them,  to  excite  them 
to  self-love  and  to  ambition. 

"  The  egoiatic  impulsBB,"  says  Mr.  Sully,  "may  even  be  deficient 
and  require  positive  Htimulation.  There  are  listless  and  letha:^io 
children  whom  it  is  well  to  try  and  arouse  to  self-assertion.  In 
their  case  it  may  be  desirable  to  seek  to  quicken  the  feelings  of 
pride,  ambition,  and  (in  extreme  cases)  even  tiie  distinctly  anti- 

rvKial   feeling   of  antagouisra   and  delight  in   beating  others,  .  . . 

[£Tea  when,  there  is  no  natural  deficiency  in  these  feelings,  the 
educator  has  not  so  much  to  repress  them  as  to  direct  them  to 
higher  objects  or  aspects  of  objects.  He  seeks  to  transform  them 
by  refining  theu.  Thus  he  aims  at  leading  the  child  up  from  the 
tear  of  physical  evil  to  the  fear  of  moral  evil ;  from  the  enjoy- 
ments of  bodily  conquest  to  that  of  mental  corapetitioti  ;  from 
pride  in  the  possession  of  materia!  objects  to  pride  in  the  posses- 
o£  intellectual  qualities. "  ^ 


211.  The  Passions. — To  tell  the  truth,  the  study  of 
passions  ia  not  a  pedagogical  subject.  In  fact,  the  pas- 
iona,  which  are  exalted,  exclusive  inclinations,  and  which 
have  been  defined  as  "  habits  of  the  sensibility,"  imperious 
and  violent  habits,  are  developed  only  in  the  progress  of 
life.  His  young  age  and  bis  very  inexperience  shelter  the 
lild  from  those  profound  disturbances,  those  diseases  of  the 

1  Bully,  op.  cit,  p.  50e. 
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Boul.  It  is  in  ethics,  not  in  pedagogy,  that  we  must  lo< 
for  the  means  tfj  cure  them ;  just  as  it  pertains  to  logic  t 
correct  the  sopltisms  that  are  rooted  in  coQventioDal  thought 

However,  if  edm^atioii  is  not  directly  concerned  with  t 
paseions,  since  in  general  they  do  not  exist  at  the  scho( 
age,  it  ought  to  anticipate  their  appearance.  From  child 
hood,  care  should  be  taken  lest  the  soul  become  i 
already  prepared  for  the  unfolding  of  the  paBsions  by 
preference  accorded  to  certain  emotions  and  by  the  excla 
aive  development  of  certain  tastes.  The  best  guaranty,  fo 
this  purpose,  is  to  develop  the  senaibility  in  all  directions, 
is  hardly  to  be  feared  that  passion  will  ever  gain  the  ascea 
dency  over  a  soul  open  to  all  noble  sentiments,  which  ha 
learned  to  share  its  faculty  of  loving  amoug  the  differei 
objects  worthy  of  its  love. 

However,  there  are  other  precautions  to  be  taken,  whlc 
M.  Marion  has  happily  summed  up  in  these  terms  : 

"Vigilance  is  better  than  repression  and  advice.    The  lil 
child  must  be  carefully  guarded,  and  everything  done  that  he  u 
grow  up  in  perfect  moral  health.     This  dispenses  with  untim 
recriminations   and    useless    reproaches.      Sparing   children    ' 
occasions  for  falling,  watching  over  their  conduct  without  alltn 
ing  them  to  suapect  our  oversight,  teepiug  from  their    sig 
bad  books  and  bad  sights,  chooaing  the  companioTis  with  who 
they  associate,  allowing  them  to  hear  only  decorous  conversatia 
giving  theia  only  good   examples,  inspiring  them    as  much  | 
possible    with   a  feeling    of    their  responsibility, — in  a    wc 
fasliioning  and  directing  their  moral  growth  Lo  such  a  way  t 
they  will  be  healthy  and  strong  when  the  hour   of  the  ( 
comes,  —  this  is  the  work  of  a  well-conducted  education." 

1  M.  Marion,  op.  cU,,  p.  249. 


CHAPTER  X. 
MORAL     EDCCATION. 

212.  Moral  Education  Pkoper. — We  aliall  not  fol- 
the  example  of    those  educators   who,  with  respect  to 

iral  education,  include  in  their  treatises  the  whole  theory 

duty,  the  whole  of  ethics,  just  as  they  have  introduced 
the  whole  of  psychology  into  their  treatment  of  intellectual 
education.  Our  subject  ia  limited ;  it  is  concerned  simply 
with  the  inquiry  how  nature  of  herself  develops  the  moral 
(acuities,  and  how  education  intervenes  in  its  turn  to  train 

lem,  to  hasten  their  unfolding,  and  to  perfect  their  devclop- 
Fanent.  It  is  not  the  purpose  here  to  set  forth  the  different 
applications  of  moral  power,  but  we  have  simply  to  inquire 
by  what  means  this  power  is  called  into  being  and  grad- 
ually created. 

The  Moral  Faculties. — The  moral  faculties  are 
listinguished  from  the  intellectual  faculties  in  that  they  tend 
0  action,  a.ndnot  to  knowledge.  These  are  active,  not  spec- 
)  faculties.  The  moral  faculties  form  the  character; 
3  intellectual  faculties  form  the  mind.  The  former  lead 
B  to  virtue ;  the  latter  to  knowledge. 

Moreover,  there  are  to  be  distinguished  in  that  aggregate 
moral   faculties  commonly  called   the   coiwciejice,   three 
Afferent  series  of  facts  : 

I.  The  facts  of  the  sev.iiMU^,  not  of  that  general  sensibility 
t  which  we  have  already  spoken,  which  ia  diSo&fei  m  "Ctia 
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affections  of  every  sort,  but  of  that  which  attaches  i 
the   good,    which  makes  ub  love  duty,  which  affects  us  i 
the  preBence  of  what  is  good. 

2.  The  facts  of  the  intelligence,  the  practical  reason,  whic 
suggests  to  us  the  ideas  of  good  and   evil,  of   merit 
demerit,  —  in  a  word,  moral  ideas, 

3.  The  fiict    of   the  unll,  the  energy  which  determines  u 
to  the  action  whicli  we  know  to  be  good,  the  good-will  v 
inclines  us  to  virtue. 

In  other  terms,  we  must  at  the  same  time  love,  know 
and  will  the  good.  It  is  not  enough  that  our  enlighter 
intelligence  permits  us  to  distinguish  what  is  good  fr<H 
what  is  bad.  Beyond  this,  and  above  all,  it  is  neoes&ai 
that  a  strong  will  give  us  the  means  of  executing  the  dedl 
ions  of  our  moral  judgment ;  and  it  is  also  necessary,  i 
that  the  moral  effort  may  be  less  painful,  that  feeling  com 
to  our  aid,  that  the  imperious  orders  of  the  reason  becoma 
as  often  as  possible,  the  gracious  solicitations  of  the  hearf 


214.  MoaAL  Education  and  the  Teaching  of 
AI.S.  - — Moral  education  is  one  thing,  and  the  teaching  i 
morals  quite  another.'  A  coiu-ee  in  morals,  a  body  of  pre 
cepts,  is  certainly  of  great  service  in  training  a  man  to  b 
good.  "We  do  not  think  the  ancient  piiilosophy  was  whoUj 
wrong  when  it  affirmed  that  virtue  can  l>e  taught, 
not  be  useless  to  call  the  attention  of  the  child,  in  a  didae 
tic  way,  to  the  grand  truths  of  conscience,  to  the  distribn 
tion  of  duties,  the  diverse  obligainouB  of  life ;  but  neverthfl 
less  the  teaching  of  morals  is  but  a  small  part  of  moral  edQ 
cation. 

This  education  is  really  going  on  at  every  stage  and  i 
ment  of  life.     It  begins  at  birth,  thi'ough  the  examples  whid 

'  See  Part  Second  of  tliis  work. 
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parents  transmit  to  their  children  i  it  is  continued  at  achool, 
tlirough  tlie  liahits  that  are  formed  there,  through  the  senti- 
ments which  are  there  developed,  and  espeeially  tlirough  the 
discipline  that  is  in  vogue  there  ;  finally,  it  is  prolonged 
during  the  whole  of  life,  through  the  effort  of  the  will  and  of 
personal  education. 

This  education,  moreover,  is  a  complex  work,  in  which 
there  co-operate  even  more  than  in  intellectual  education,  not 
only  the  child's  own  nature,  his  native  dispositions  and 
particular  tastes,  but  the  different  characters  of  all  the 
persons  who  surround  him,  his.  parents,  his  friends,  his 
teacliers,  and  iu  general  the  influences,  perhaps  as  profound, 
though  more  unnoticed,  of  the  social  environment  iu  which 
he  Uves. 

It  cannot,  then,  be  seriously  proposed  to  confine  moral 

'.education  to  the  narrow  circle  of  a  school  course,  of  a  aeries 

if  lessons,  whatever  science  may  be  introduced  into  them. 

"The   purpose  of  rnoral   educiitioii  is  not   to   add  to  a  pupil's 

f  knowledge,  but  to  affect  his  will ;   it  moves  more  than  it  demon- 

I  strates ;  before  acting  on  the  emotional  nature,  it  proceeds  rather 

I  irom  the  heart  than  from  the  reason ;  it  does  not  undertake  to 

I.Kialyw  all  the  reasons  of   the  moral  act,  but  tries  above  all  else 

I  to  produce  it,  to  have  it  repeated,  to  mate  of  it  a  habit  which 

I  eLaSl  govern  the  lite.     Especially  m  tlie  primary  school,  it  is  not 

,  but  an  art, — the  art  of  inclining  the  free  will  towards 

Kiihe  good, "  ' 

215.  Importasce  of  MoHAi.  Education, — la  there  need 
Vlit  this  time  of  insisting  on  the  especial  importance  of  moral 
f  education?  Necessary  at  all  times,  it  is  still  more  so  in  a 
I  society  like  ours,  where  morality  ought  to  be  developed  in 
I  proportion  to  the  development  of  liberty  itself. 

"  The  establishment  of  the  republican  ri^giine,"  says  the  author 
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of  a  recent  book,  "  by  reducing  the  part  of  urbitrory  authority 
wMch  is  made  imperative,  demands  in  return  a  proportional 
increase  of  that  moral  authority  which  is  accepted  in  its  etead, 

"Being  less  governed  by  an  external  will,  it  is  necessary  that 

men  know  better  how  to  govern  themselves ;   what  they  o 
through  force  and  through  fear,  they  must  ieam  to  do  by  f 
■will  and  through  duty. "  ' 


216.   SuPEKioHiTY  OF  MoRAL  Gfrahdeub.  — We  have  f 

in  another  place  that  instruction  or  intellectual  power  plaj^ 
an  important  part  in  the  development  of  moral  power, 
sometimes  happens,  however,  that  morality  does  not  accom 
pany  learning,  nor  even  geniua. 

"As  a  moral  man,"  says  Mr.  Blackie,  "the  first  Napoleon  lived 
and  died  very  poor  and  very  small.  ...  It  was  an  easy  thing  for 
Lord  Byron  to  be  a  great  poet ;  it  was  merely  indulging  his 
nature  ;  he  was  an  eagle,  and  must  fly;  but  to  have  curbed  1 
wilful  humor,  soothed  his  fretful  discontent,  and  learned  I 
behave  like  a  reasonable  being  and  a  gentleman,  —  that  v 
difficult  matter,  which  he  does  not  seem  ever  seriously  to  ban 
attempted.  His  life,  therefore,  with  all  his  geniua  and  fits  ( 
occasional  sublimity,  was  on  the  whole  a  terrible  failure." 

The  same  might  be  said  of  Rousseau,  capable  on  occasic^ 
of  heroic  devotion,   but  powerleas  to  apply  himself  to  I 
ordinary  duties  of  life ;  a  man  of  incomparable  genius, 
scarcely  an  honorable  man. 

Then  let  us  put  morality  in  the  first  rank  of  our  sol 
,  because  it  is  the  first  need  of  society-     "  We  u 
even  conceive  a  society  composed  of  honorable  men  with« 
instruction ;  hut  we  cannot  conceive  a  society  formed  of  edaj 
cated  men  without  honor."* 

1  M.  Vessiot,  De  FEducation  hj'^ole. 
=  Blackie,  op.  cU.,  p.  67,  68. 
*  M.  Veasiot,  op.  eit.,  p.  13. 
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217,  Is  THE  CmtD  Good  or  Bad  ? — The  ideal  iB  to 
tjnake  of  the  child  a  moral  heiog  wlio  carries  within  hiiuBelf 
lus  own  rule  of  conduct,  who  governs  himself  by  his  own 
will,  and  who  knows  no  other  rule  than  the  law  of  right,  and 
wlio  haa  no  will  except  for  the  good. 

But  before  nature  and  education  have  succeeded  in  com- 
pletely developing  the  gerraa  of  tlie  moral  conscionsneBB, 
before  the  child  comcB  to  be  virtuous,  many  years  elapse ; 
and  during  this  time  all  we  can  demand  of  the  child  is  to  be 
innocent.  Our  only  thought  is  to  prevent  him  from  doing 
evil,  or  at  most  to  cultivate  the  instinctive  diapositions  which 
urge  him  to  praiseworthy  actions.  We  can  impose  on  him 
only  an  exterior  morality,  so  to  speak,  while  waiting  for  the 
reason  and  the  will  to  become,  iu  his  mature  soul,  the  solid 
principles  of  an  interior  morality,  freely  desired  and 
realized. 

Up  to  what  point  does  the  nature  of  the  child  adapt  itself 
to  this  first  education?  Do  we  find  in  him  only  instinctive 
tendencies  towards  the  good?  Or,  on  the  contrary,  must  we 
expect  a  stubborn  resistance  on  the  part  of  a  nature  deeply 
corrupt  and  vicious? 

In  other  terras,  is  the  child  good  or  bad? 

The  general  direction  of  education  varies  sccordiog  to  the 

!plv  given  to  this  question.     We  are  either  constrained  to 

ik  with  favor  on  a  nature  assumed  to  be  good,  or  our  only 
thought  is  to  repress  a  nature  originally  bad. 

"Education,"  saya  Meidarae  Gnizot,  "'has  long  been  a  Bystaia 
of  hostility  against  human  nature.  It  was  merely  a  question  of 
correcting  and  punishing.  It  seemed  that  the  only  question  was 
to  take  from  children  the  nature  which  God  had  given  them,  in 
order  to  give  them  another  fashioned  by  the  teacher." ' 

On  the  other  hand,  especially  since  Rousseau  and  the 

'  Madame  Guiaot,  op.  cU.,  Lettie  Xtt. 
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paradoxes  of  tbe  Emile  upon  the  absolate  innocence  and  lilfl 
perfect  goodness  of  tlie  child,  education  tends  to  tepUod 
j)uuishmeDts  by  encouragements,  and  tbe  ^ '  sycophants  riM 
infancy,"  according  to  the  expression  of  Madame  Necker  da 
Sauesure.  think  only  of  avoiding  everything  that  restricts  andfl 
constrains,  in  order  to  leave  to  nature  her  full  and  frea 
expansion.  fl 

21S.  Opposing  Opinions. — For  oar  part,  we  shall  avoi^l 
tbe  absolute  opinions  of  both  the  optimiste  and  the  pessifl 

mists,  who  in  turn  present  to  us  infant  nature  under  colorn 
the  most  cheerful  or  the  most  sombre.  I 

"  Everything  is  good,"  cries  Rousseau,  "aa  it  comes  bora  titlfl 
ha,iidH  of  the  Author  of  nature.  The  first  movements  of  natoHH 
are  always  right."  fl 

On  the  other  hand,  "we  are  born  tbe  children  of  wrath,"" 
says  St.  Paul.  "All  are  born  for  damnation,"  proclaims 
Saint  Augustine.  And  the  Jansenists  zealously  echo  tbe 
sentiment. 

"You  ought  to  consider  your  children,"  wrote  Taret,  ' 
inclined   and  borne  on  toward  evil.     Their   incllaationa   are   i 
corrupt ;  and  not  being  governed  by  reasou,  they  will  cause  tfan 
to  find  pleasure  and  enjoyment  only  in  the  things  which  laq 
them  to  vice." 

It  is  between  these  two  extremes,  between  these  two  these 
equally  false,  of  the  radical  perversity  and  of  the  abaoIuM 
gooduesH  of  man,  that  we  must  look  for  the  truth. 


219.  The  Child  is  neither  Good  nor  Bat. — Correct 

speaking,  the  child  has  not  yet  a  moral  character,  and  i 
might  think  the  question  settled  by  this  obser\-atioQ  i 
Kant: 

"Jt   ia  a,  question,"   he  says, 
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morally  good  or  tad.  I  replj  that  he  is  neither,  for  naturaUy  he 
ia  not  a,  moral  beiug ;  he  becomea  such  only  when  he  elevates  his 
reason  to  the  ideas  of  duty  and  of  law.  lie  conld-  not  become 
morally  good  Kava  by  means  of  virtue,  —  that  is  to  say,  a  con- 
straint exercised  over  himself,  although  he  may  be  iiiBOcent  as 
long  as  his  passions  are  slumhering." 

But  Rant  somewhat  mistakes  the  queatioa,  which  ia,  not 
whether  the  acta  of  the  child  are  inspired  by  a  moral  inten- 
tion, good  or  bad,  —  which  no  one  wonld  dare  to  assert, — 
but  whether,  without  willing  it,  and  by  an  unconscions 
Inclination  of  his  nature,  the  child  ia  led  to  what  is  good  or 
to  what  is  bad.     The  truth  is  that  he  is  led  to  both,  and  that 

I  in  his  composite  nature  vicious  dispositions  are  associated 
^rith  legitimate  and  praiaeworthj  instincts. 
We  grant,  however,  that  the  incliuationa  of  the  child  are 
oot,  for  the  most  part,  yvil  in  themselves.  "  What  is  evil  in 
ftem,"  wrote  Madame  Gui 20 1,  "is  not  the  inclination,  but 
Its  inordinate  manifestation,"  And  Kant  had  Baid  to  the 
■ame  effect:  "The  sole  cause  of  evil  is  that  nature  is  not 
wabjected  to  rules." 


1         thi 


220.   The  Assumed  Evil  iNBTracra  of  CniLiieooD,  —  Let 
now  examine  some  of  the  accusations  brought  against  tlic 
ihild. 
He  has  been  greatly  traduced.     "The  child,"  said  La 
ruyere,  "is  haughty,  disdainful,  irascible,  envious,  inquisi- 
tive, selfish,  lazy,  fickle,  etc."      It  is  a  pleasure  to  know  that 
litany  of  slanders  emanates  from  a  bachelor.      With- 
it  intending  to  flatter  the  child,  we  may  assert  that  his 
faults  come,  some  from  the  bad  education  which  he  receives, 
■others  from  his  ignorance,  and   only  a  very  few  from   an 
innate  tendency  to  evil. 

It  is  said,  for  example,  that  the  child  is  cruel,    "  That  age 
la  without  pity,"  said  La  Fontaine,  who  'naa\em  aJ^griaEroai^fc 
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to  children  than  to  ftnimals.  This  saying  la  tree,  bnt  the 
moBt  ofteii  this  harshness  is  the  result  of  a  lack  of  iutelli- 
geiioe.  Children  are  witiioui  pity,  beuuuse  they  do  not  under- 
stand the  evil  wiiich  they  do.  They  torture  a  bird,  because, 
like  little  Cartesiana,  tiiey  do  not  know  that  the  bird  sufifers. 

Another  inetinct  of  tlie  child,  it  is  said,  is  theft.  The 
child  resembles  the  savage,  who  has  only  a  confused  notion 
of  property.  "He  has  not  exactly  the  instiuct  of  theft," 
remarks  M.  Legouve,  "  but  he  has  not  tlie  Instinct  of  other's 
property.  In  Lis  case,  the  distinction  between  mfne  and 
thine  often  consists  in  taking  the  thine  in  order  to  make  of  it 
the  mine.  But  is  it  to  be  wondered  at  that  the  child,  who 
has  not  studied  the  code,  who  baa  not,  like  Rousseau's  Kmile, 
encountered  a  gardener  Robert  to  explain  to  him  the  origin 
of  property,  readily  consents  to  take  for  his  own  use  what 
pleases  him,  but  does  not  belong  to  hun? 

In  other  cases  it  is  the  grown  man  who,  by  his  lack  of 
sense  or  by  his  e:£ample,  inculcates  on  the  cliild  his  own 
faults. 

Th  it  childish  vanity  that  we  hear  mentioned  ?  Must  not 
parents  he  blamed  for  this?  Tliis  is  stimulated  by  parents 
who  00  improper  occasions  excite  the  self-esteem  of  tlieir 
children  by  exaggerating  their  merits.  There  is  a  well-knoiq 
story  of  a  little  girl  who,  having  been  praised  by  hei 
for  a  childish  repartee,  said  in  the  presence  of  a  lady  viaito 
'-  Mamma,  you  have  not  told  Madame  what  I  said  this  mora 
ing ! " 

Children  are  charged  with  gluttony  I  I  firmly  believe  t 
Rousseau  was  right  on  this  point,  and  that  it  ia  society, 
this  case,  which  comipta  nature,  In  fact,  does  the  gree 
cliild  do  more  than  desire  his  share  of  the  dainties  which  lot 
the  table  of  his  parents?  If  the  example  of  intemperat 
were  not  set  before  him,  he  would  be  more  temperate  t 
we  thiak. 
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I  falsehood  is  too  often  but  the  result  of  our  bad  man- 
[emeat.  "Now  who  has  broken  tbis  piece  of  furniture?" 
B  cry  in  a  rage.  Thoroughly  frightened,  tho  little  culprit 
■'  /did  not  do  it !  "  The  child  who  ia  treated  mildly 
tcomea  confiding,  but,  terrified  by  our  severity,  he  seeks  a 

e  in  falsehood. 

■  Moreover,  it  is  not  sufBcient,  in  order  t«  judge  the  child 
justly,  to  seek  in  hia  ignorance  or  in  his  bad  education  the 
explanation  and  the  excuse  for  the  most  of  his  faults.  We 
must  go  further,  and  show  what  good  qualities,  what  senti- 
lents  of  justice,  liberality,  pity,  and  gooduess  he  sometimes 
Jiibita.  But  we  have  said  enough  to  justify  those  who,  in 
tdging  the  child,  would  avoid  on  tbe  one  hand  extravagant 
■B  and  on  the  other  passionate  condemnation. 

221.    The    Evil   Instincts  of  the  Child.  —  Let  us   ac- 
iwledge  the  fact,  however,  that  certain  instincts  of  child- 
real  tendencies  to  evil.     It  ia  inaccurate  to  say 
lat  there  are  in  nature  germs  only  of  the  good.     Envy  and 
anger  are  natural,  but  they  are  essentially  bad.     Here  the 
evil  is  in  the  inclination,  not  in  the  inordinate  manifestation 
of  the  inclination. 
Madame  Necker  de  Sauseure  dwells,  not  without  regret, 
says,  upon  the  vices  inherent  in  tbe  nature  of  the  child. 

"I  speak  of  that  momentary  dEmoralizatioii  of  tho  will  which 
finds  a  pleasure,  a  particular  savor,  in  the  idea  of  violating  a 
mle.  .  -  .  We  observe  in  children  something  besides  weakness, 
something  besides  inability  to  submit  to  the  sacrifices  required 
dnty ;  we  Bee  deliyht  in  throwing  off  the  yoke  of  duty."  * 

0  the  same  effect  Mr.  Bain  devotes  a  special  article  to 

"  anti-social  and  malign  emotions." 

0  those  who  would  deny  the  existence  of  evil  instincts. 
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and  would  explain  what  is  evU  by  the  mtemperaDce  ot  im 
cUnatiops  good  in  themBelves,  it  suffices  to  observe  that  t 
very  in  temperance  is  a  principle  of  evil ;  that  thie  tendencM 
to  run  riot  is  in  nature,  and  consequently  that  hninaii  natu 
is  not  wholly  good. 


222.    Ebpeession  op  Viciods  Tbndencie3.  —  Moral  edn*] 
cation,  then,  will  not  be  merely  a  work  of  excitation  and  o 
cultare ;  it  will  also  have  to  oppose  and  to  repress.     At  firs 
the  evil  will  be  opposed  by  favoring  the  good.     There  is  i 
better  way  of  correcting  evil  inclinations  than  by  cultivating' 
those  which  are  good ;    nor  of  fighting  indolence  than  by 
exciting  to  labor;  nor  of  preventing  wjalevolenee  than  by 
teaching  to  be  good.     It  is  to  the  same  eEFect  that  Mac 
Guizot  wrote ; 

"  I  have  always  been  persuaded  that  education  had  n 
against  evil,  except  the  taste  for  the  good. 

"  We  do  not  repreas  an  evil  incliDation,  but  we  fortify  a  g 
one;  and  I  know  of  no  nieaiia  of  extirpating  a  fault  except  I 
make  a  virtue  grow  in  its  place."' 

"  In  certain  caaes,  however,  we  must  resort  to  direct  represaitni 
The  method  of  substitution  does  not  always  aufBce.  Special 
remedlBB  are  required  for  definitely  marked  diseases.  It  i 
that  discipline  intervenes,  with  its  retinua  of  punishments  and  it^ 
necessary  means  of  coercion."^ 

Patient  with  trivial  faults  which  would  be  aggravated  b 
calling  the  child's  attention  to  them  and  by  punishing  them 
prematurely,  discipline  will  be  severe  in  the  case  of  grave 
faults.  It  will  prevent  their  return,  and  it  will  chastise  them 
sharply  if  it  cannot  prevent  them,  if  an  obstinate  resistance 
makes  exhortations  and  reprimands  useless. 

The    Conscience  ob  Practicai.  Reason. 
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oomea  &  moment  in  the  life  of  the  child  when  it  does  sot 
suffice  to  correct  his  evil  iDclinations  and  to  awaken  hie 
beneficent  instincts ;  but  when  we  must  excite  his  moral 
coaseiousaess  and  create  in  him  the  idea  of  a  general  rule 

I   of  conduct,  the  idea  of  duty. 

Nature  haa  planted  the  germ  of  this  idea  in  the  intelli- 

L  gence,  and  it  is  to  the  reason,  — that  is,  to  the  liighest  of  the 

I  intellectual  faculties,  —  that  psychology  ascribes)  the  origin 

I  of  moral  conceptions. 

Keason  is  the  faculty  of  intellectual  ideas,  necessary  and 
absolute  ;  it  ia  the  natural  light  which  enlightens  every  man 
coming  into  this  world. 

From  the  first  dawn  of  his  intelligence,  the  child  is  already 
under  the  direction  of  the  reason ;  but  this  reason  ia  almost 
onconscious.  The  child  would  be  incapable  of  formulating 
the  rational  laws  of  which  his  judgments  are  the  application. 
Thus  a  little  boy  of  seven  or  eight  years  looks  with  hie 
father  for  a  lost  object,  and  not  finding  it,  he  cries,  "But 
yet  it  must  certainly  be  that  something  is  always  some- 

I  where ! " 
Is  not  this  already  to  express,  in  an  artless  way  and  with- 
*nt  succeedmg  in  rendering  a.  complete  account  of  it,  the 
liecessary  existence  of  an  infinite  space  in  which  are  con- 
tained all  material  things?  And  so,  when  a  cttild  on  whom 
^Tre  have  tried  tp  impress  the  idea  of  the  creation  of  the 
I  world  and  the  idea  of  the  Creator,  replies  obstinately,  "  But 
before  God  what  was  there  ?  "  is  it  not  evident  that  without 
knowing  it  hia  yoimg  mind  obeys  the  principle  of  causality, 
which  requires  that  every  existence  should  be  connected  with 
an  antecedent  cause  ? 

The  examples  which  we  have  just  cited  are  connected  with 
what  Kant  called  the  pure  reason,  that  is,  the  theoretical 
and  speculative  reason,  that  which  guides  us  in  seientifla 
research. 
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But  tliere  are  other  mauifeatations  of  the  reason,  —  tbo 
whicli  relate  to  practical  life  and  to  moral  conduct.  In  tl 
sense  the  reason  is  nothing  bat  the  moral  conscioQBnesB,  t 
belief  in  an  obligittory  law  which  all  ought  to  obey.  Sinw 
Kant,  philosophers  usually  give  to  this  the  name  of  practice 
reason.  I-et  us  see  if  under  this  form  the  reason  also  mani- 
fests itself  in  the  actions  of  the  child. 

224.   The  Moral  Sense  ik  the  Child. — At  what  i 
meiit  may  it  be  said  that  there  appears  in  tbe   child  ihi 
essential  moral  idea,  — that  is,  the  distinction  between  good 
and  evil,  detached  from  every  foreign  element? 

Certain  observers  of  childhood  seem  to  us  to  have  a 
too  much  upon  this  point  to  the  childish  intelligence.  Mi 
Perez  believes  that  the  objective  notion  of  good  and  evil  ca^ 
be  verified  at  the  age  of  six  or  seven  months.  Darwia 
declares  that  he  observed  the  moral  sense  in  children  at  th4 
age  of  thirteen  months. 

For  ourselves,  we  are  convinced  that  neither  at  thirteOT 
months  nor  at  two  years,  nor  even  much  later,  is  the  child  ij 
a  condition  actually  to  discriminate  good  from  evil.  In  ordOA 
to  believe  him  capable  of  moraliti/  in  the  strict  sense  of  thi 
word,  it  would  first  be  necessary  to  accept  a  loose  definitioi 
of  the  moral  consciousness,  —  a  definition  which  invalidatei 
and  attenuates  its  import ;  it  would  then  be  necessary  i 
resort  to  an  Illusory  interpretation  of  certain  acta  ; 
child-life. 

Here  are  the  facta  reported  by  Darwin  '  and  by  P^re 
Doddy,  aged  thirteen  months,  seemed  to  notice  the  reproach* 
of  his  father,  who  called  him  a  bad  boy.     At  the  age  of  t 
years    and  five  months,  Doddy,    who  hud  been  left  alon^ 
helped  himaelf  to  sugar,  a  thing  whicli  he  knew  i 

1  See  in  the  Revue  Scientifi(iue  the  account  by  Ilarwin. 
"  U.  Fdtez,  op.  cit. 
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^^^Eraden.     His  father  met  him  at  the  moment  when  he  came 

^^Kfrom  the  dining-room,  and  noticed  something  strange  in  hia 

^^Pconduct.     "  I  thiulv,"  adds  Darwin,  "that  this  appearance 

was  to  be  attributed  to  the  struggle  between  the  pleasure 

of  eating  the  sugar  and   the  beginning  of  remorse."    The 

esamples  given  by  Perez  are  of  the  same  character.     A  child 

I  of  eleven  months  obeyed  when  his  father  said,  in  a  loud  voice, 
"  Keep  still !  "  This  child  had  not  jet  walked  alone,  but  his 
father  caused  him  to  take  a  few  steps  toward  him  by  offering 
bim  a  half  of  a  peach. 
It  requires  much  good  will  to  decorate  with  the  epithet 
moroZ,  octions  in  which  are  manifested  merely  the  desire  to 
gratify  some  sense,  the  fear  of  suffering  associated  by  the 
memory  with  certain  actions,  or  at  moa'  the  distinction  be- 
tween paternal  caresses  and  threats.  Tl  e  association  of  ideas 
and  the  memory,  concurring  in  a  conscious  feeling  of  pleasure 
and  pain,  abundantly  suffices  to  explain  the  relative  obedience 
yielded  by  the  child,  and  wc  decline  to  believe  that  a  baby  is 
l^^tn  possession  of  the  moral  setise  from  the  moment  he  obeys 
^Hdbrough  habit  or  fear. 

^^K     225.   Development   of    the    Moral    Consciodsnebs, — 
II  Not  that  it  is  necessary  to  deny  the  importance  of  these  early 

sensible  and  utilitarian  distinctions  in  the  future  acquisition 
of  moral  distinctions.  Nature  proceeds  by  successive  rough 
drafts.  For  the  moral  eonscionaneas,  aa  for  the  attention, 
we  must  be  content  at  6rst  with  appearances,  with  a  fore- 
shadowing of  the  real  state  which  will  be  attained  only  long 
afterwards. 

At  first,  the  good  is  what  pleases  and  the  bad  what  dis- 
pleases the  child.  Let  it  be  so  managed  that  he  shall  be 
pleased  with  only  what  is  good.  Later  on,  the  good  is  what 
father  and  mother  order,  and  the  evil  what  they  forbid. 
such  a  way   that  the  child  loves  or  feare  hi* 
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parents  enough  to  yield  with  docility  to  their  will, 
later,  when  the  intelligeni^e  is  capable  of  reQection,  the  goo4 
is  what  is  useful,  the  evil  what  is  hurtful.  As  far  as  posu* 
ble  make  the  child's  duty  accord  with  his  interest.  Finally, 
at  a  still  higher  stage,  the  good  \a  what  men  approve,  w 
the  civil  law  requires;  the  evil,  what  is  universally  < 
demned.  Make  the  cliild  sensitive  to  public  opinion* 
Teach  him  to  blush,  and  to  feel  shame  for  every  act  whlofa 
incurs  general  reproach. 

It  is  not  till  the  flnal  term  of  its  evolution  that  t 
conscience  comes  to  grasp  the  idea  of  a  moral  good  existing 
by  itself,  conformed  to  the  dignity  of  man,  which  must  t 
practiced  for  the  sole  reason  that  it  is  good.  But  before  ths 
moral  idea  is  detached  from  every  foreign  element, — fromtb 
seductions  of  pleasure,  from  the  fear  or  the  love  inspired  b 
parents,  from  the  solicitations  of  interest,  from  the  respec 
inspired  hy  public  opinion,  how  many  halting- places  ther 
are  to  pass  through  !  What  painful  and  slow  elaboration  U 
attain  the  ideal  of  a  conscience  saluting  a  sovereign  law 
bowing  before  it  and  voluntarily  conforming  to  its  require 


226,  The  first  Manifestations  of  Morality.  —  Morai 
ity,  in  the  strict  sense  of  the  word,  ia  not  the  act  of  a  hei 
whose  conduct  is  simply  in  accord  with  the  moral  law ;  I 
it  is  the  characteristic  of  a  person  who  intentionally  an 
because  he  wills  it,  submits  to  that  law,  and  knowin^I; 
accomplishes  actions  which  he  judges  good. 

Must  we  think  that  the  child  is  absolutely  a  stranger  ( 
morality,  thus  understood?  Some  facts  seem  to  prove  1 
contrary. 

"  All  the  niceties  of  the  moral  sentiments,"  says  M. 
"  are  not  the  product  of  education  and  the  privilege  of  a 
adranced  age.     For  example,  the  instinct  of    i 
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"^reparation  is  usually  exhibited  by  children  after  iittle  revolts  of 
the  will.  The  child  ia  never  in  better  spirits  than  after  these 
Btorms ;  and  it  is  credible  that  he  shows  the  intention  of  having 
la  forget  the  sorrow  caused  by  his  disobedience."  i 

M.  P^rez  citea,  from  the  Italian  philosopher  L,  Ferri,  the 
ft  child  five  yeara  old,  who,  having  been  praised  by 
I  mother,  said  to  her,  "  Mamma,  I  wish  I  could  make  you 
I  happier ;  I  wish  1  could  always  be  good  ;  tell  me,  vrhy 
n't  I  always  be  good  'i"" 

A  still  more  probable  case  is  that  of  a  child  noticed  also 
y  M.  Perez,  who  thought  he  was  not  sufficiently  ptmished 
r  a  fault  he  had  committed,  and  by  a  sort  of  spontaneous 
filing  of  justice  demanded  additional  correction.-. 

Education  o^the  Mobal  Conbciodsnbss, — There 
then,  in  nature Tieraelf,  the  germe  of  morality.  It 
rould  be  impoasible,  in  fact,  to  suggest  the  idea  of  the  good, 
i  the  reaaoD  did  not  contain  the  piiuciple  of  it. 

"The  child  carries  within  himself  the  morat  law,  at  first 
nnoonscioDsly,  in  the  latent  state ;  then  little  hy  little  it  dis- 
engages itself,  rbes  from  the  mysterious  depths  of  conacioiisnesa, 
and  makes  its  presence  felt  by  mute  agitations;  then  it  iinds  a 
voice,  it  speaks,  it  commaads,  it  signifies  its  will  by  injunctions 
more  and  more  clear,  more  and  more  emphatic;  and  finally,  when 
it  is  misimderstood,  by  that  indefinable  suffering,  now  dull,  now 
shup  and  piercing,  which  is  cahed  remorse,"  " 

Surely   the  natural  evolution  of  the  individual  tenda   of 

lelf  to  pi-oduce  moral  conceptions  i  but  the  educator  can  aid 

iuH  developnteut.     For  this  purpose  it  ia  necessary  that  he 

Ixercise  the  child  in  judging  of  the  actions  of  others  ;  that  in 

Bcnrate  and  striking  narratives  he  show  him  men  who  have 

1  M.  Egger,  op.  cU.,  p.  68. 

»  M.  Pftez,  La  Psuehologif  de  I  'enfant,  p.  3-13. 

■  U-  Tewlot,  op.  ett.,  p.  38, 
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done  good  or  evil ;  that  he  be  required  to  express  fais  c 
ion  on  the  virtues  and  vices  of  others,  and  invited  to  g 
his  reasons  why  such   an  action  seems  to  him 
anotiier  bad.    The  child  should  also  be  allowed  to  accomplish" 
at  his  own  risk  and  peril  the  actions  suggested  to  bim  by 
his  own  initiative ;  he  shoidd  be  accustomed  at  an  early  hour 
to  make  decisions,  and  thus  acquire  the  feeling  of  his  c 
responsibility ;  and  should  be  furnished  with  frequent  c 
sious  for  overcoming  his  inclinations  and  for  conquering  I 
evil  instincts.^ 

In  other  terms,  we  must  appeal  as  early  as  possible  to  t 
experience  of  the  child.  Moral  conceptions  cannot  be  t 
mittcd  from  without  like  geometrical  truths ;  they  ought  to 
spring  spontaneously  from  personal  |pflection  and  internal 
emotions.  Conscience  will  be  slow  to  appear  in  children 
who  have  not  been  accustomed  to  act  for  themselves  or  t 
judge  of  the  actions  of  others. 

"It  is  within  himself,"  continuea  the  author  whom  ' 
just  quoted,  "that  the  child  carries  hia  rule  of  conduct;  it  ifl 
within  himself  that  ho  uiimt  be  tau^'ht  to  look  for  it;  and  wtu 
the  teacher  comtuands,  he  should  try  to  make  it  understood  thsA 
it  is  not  in  hia  own  name  that  he  speaks,  but  in  the  name  of  the 
moral  law  which  is  inscribed  in  the  heart  of  the  child,  and  of 
which  he,  the  teacher,  is  but  the  echo  and  the  interpreter.  To 
lead  the  child  to  behave  in  the  absence  of  his  teacher,  and  of  S 
those  who  liave  the  authority  to  make  him  do  right  and  pur 
him  for  having  done  wrong,  jciat  as  he  would  behav 
presence;  within  himself  to  establish  a  point  of  support  again) 


'  This  was  the  metliod  followed  by  Festalozzi.    "  Instead  of  givfi 
hia  children  direct  lesaong  in  morala,  he  shrewdly  took  advantage  fl 
all  the  events  which  occurred  in  the  house.    They  v 
that  each  day  presented  many  occasiona  for  making  felt  the  diftere 
beCweea  good  and  evil,  between  what  ia  just  and  what  is  imjol 
tdes  sur  Fedalozii,  p.  Iffl.') 
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Knimself ;  to  make  liim  see  that  he  can  succeed  in  govemiDg  him- 
nelf  without  the  help  of  others,  and  to  lead  him  insensibly  to 
■do  without  that  exterior  direction ;  this  is  the  true  method  of 
^wducation. "  > 

■  In  other  terms,  it  is  necessary  that  every  moral  virtue 
■taught  to  children  should  lie  intimately  connected,  aa 
■Pestalozzi  said,  "with  an  intuitive  and  sensible  experience 
p  which  is  theii-  own."  ' 

I  228.  DiFFictiLTiE3  OP  THIS  Eddcation. — There  is  such 
a  distance  between  the  natural  state  of  the  child,  caring 
simply  for  his  pleasures  and  his  interest,  and  the  normal 
state  of  an  enhghtcned  conscience,  that  at  first  thought  we 

L  might  be  tempted  to  despair  of  success  and  to  believe  impos- 

tsjble  the  evolution  which  leads  the  mind  to  the  conception  of 

rthe  good. 

But  in  this  deUcate  work  nature  has  provided  ua  with 
powerful  auxiliaries ;  and  if  it  is  difficult  to  suggest  to  the 
child  the  abstract  idea  of  duty,  it  is  very  much  easier  to 

^  sccustom  him  practically  to  fulfil  certain  duties. 

Especially  when  it  is  a  question  of  duties  towards  other 

■  men,  the   child  will  be   aided  by  his  natural  feelings  of 

mpathy  and  benevolence ;  and  from  the  practice  of  these 
bities  there  will  gradually  be  evolved  the  idea  of  duty  in 
jelf. 

'  M.  Vessiot,  op.  cit,  p.  36. 

*  "Elementary  moral  education,"  aald  Pestalozzl,  "  comprieeB  three 
^tinct  parts :  it  is  first  necessary  to  give  children  a  moral  eonacioua- 
Dess  by  awakening  in  tbem  pure  feelmga ;  it  ia  next  necessary  to 
aocustom  them  by  practice  to  conquer  themselves  in  order  to  devote 
themseWea  to  whatever  is  just  and  good  ;  and  finally,  they  must  be 
led  ti]  make,  by  reflection  and  comparison,  a  just  idea  of  law  and  of 
the  moral  duties  which  are  incumbent  on  them  from  their  position 
and  their  surroundings."  (Roger  de  Guimpa,  Mistoire  de  Pataioaii, 
».2W->  1 
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"  It  ia  from  Ibe  fint  monementa  of  tbe  bcwt,"  kkImidb  Roos- 
■eaa,  "tlm  uioe  Ifae  first  roioea  at  Om  oonKMSce;  bom  the 
feeliiigs  of  kne  uud  hate  are  bom  the  fint  notioiH  of  good  and 
eri! ;  jnslicc  and  goodness  are  not  mere  slietract  tenns  ccmoeived 
hj  the  nnderEtan^iig,  bat  real  afEectioaa  <iif  the  soul  enlightened 

The  Tirtues  relstiTe  to  peisonal  duties  will  be  acquired 
with  more  difflcultv ;  bat  here  again  the  natural  emotions, 
such  as  aelf-IoTe  antl  the  sentimeDt  of  the  Dseful,  will  come 
in  aid  of  moral  education.  We  are  in  no  wise  forbidden  to 
show  the  child  that  hie  interest  and  his  dutv  are  ia  accord  in  . 
impoeiog  od  him  moderation  in  his  desires  and  resistance  to  | 
his  evil  inclinations. 

Bat.  above  all  and  in  all  periods  of  the  moral  life,  example  1 
will  be  the  gresl  teacher.  Before  imposing  a  moral  law  on  1 
the  obedience  of  the  child  as  a  rule  of  command,  it  must  be  J 
proposed  to  his  imitation  as  an  insinuating  example.  A  1 
child  is  abore  all  else  an  imitator,  and  the  great  secret  of  I 
moral  education  is  to  know  how  to  take  advantage  of  tha  I 
instinct.  Let  us  not  foi^et  that  perhaps  the  most  besntifnl  I 
book  of  religious  ethics  is  entitled,  ^^  Imitation  of  JesvMM 
Chritt." 

229.  Power  op  the  iMiTATrvE  Ikstixct  is  the  Chh-d.— 
The  power  of  the  imitative  instinct  in  the  child  ia 
ecveral  causes  ;  and  first  of  all  to  his  ignorance.     Having  t 
jet  at  bis  disposal  but  a  small  amount  of  knowledge  and  a  J 
very  slender  stock  of  ideas,  the  child  is  at  the  mercy  of  the  % 
perceptions  wbieh  incite   him  on  all  sides.      His    supple 
thought,  free  from  prepossessions,  responds  to  the  call  of 
exterior  images,  and  follows  withoot  resistance  the  current 
into  which  it  is  ui^ed  by  the  impressions  which  strike  it. 
On  the  other  band,  the  child  is  weak ;  he  is  lacking  in  per- 
sonality.    He  needs  to  act,  but  his  will  does  not  yet  exist. 
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Powerless  bo  act  from  his  own  initiative,  he  acts  in  accord- 
1  with  what  he  sees  others  do.  His  weakness  is  the' 
principal  cause  of  his  imitative  disposition. 

Sympathy  is  still  another  source  of  the  imitative  instinct. 
We  all  have  a  secret  tendency  to  pnt  ourselves  in  agreement, 
in  our  sentimeats  and  actions,  with  the  men  who  surround  us, 
and  particularly  with  those  whom  we  love.     To  love  any  one 

9  to  desire  to  resemble  him.  The  child  who  feels  an  ardent 
affection  for  his  companions  is  naturally  inchned  to  imitate 
them.  The  more  causes  of  sympathy  there  are,  such  aa 
resemblancea  in  condition  or  age,  the  more  powerfully  will 
the  imitative  instinct  manifest  itself. 

Finally,  let  us  add  that  in  imitation,  however  slavish  it 
may  appear,  there  is  sometimes,  as  it  were,  a  first  soaring  of 
the  child's  liberty,  of  his  aspiration  after  the  ideal.  The 
child  wishes  to  rise  superior  to  himself  ;  and  this  is  why  he 
will  imitate  by  preference,  after  bis  companions,  his  supe- 
riors and  his  teachers. 

leu  have  a  tendency  towards  unitation,  but  tliia  is  par- 
tioularly  noticeable  in  the  child.  Not  yet  having  a  pronounced 
individuality  and  a.  strong  character,  he  does  not  suffice  for  him- 
self. He  easily  yields  to  an  impulsion  from  without.  The  per- 
Hona  who  surround  him  act  upon  hiui  more  than  he  acts  npou 
them,  and  he  is  readily  moulded  after  the  pattern  which  they 
Bet  before  him,  especially  :I  they  are  older,  stronger, 
capable,  and  more  eiperienced  than  he  is."  • 

230.    Historical  Examples.  —  If  it  is  true  that  none  of 
our  actions  are  lost  to  us,  that  each  of  our  deeds,  good  or 
bad,  has  its  effect   upon  our   future  conduct,  and  aids   i 
directing   the   current   of   our  life    towards    the    good    i 
towards    the    bad,  it    is    also    certain  that   the   actions   of   < 
other  men,  of  those  who  have  preceded  us  on  this    earth, 

1  Qautiey,  op.  at.,  IL,  p.  388. 
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as  well  aa  of  those  who  are  living  around  us,  ex^B^^ 
upon  our  character,  however  little  they  may  be  present  to 
our  imagination,  a  profound  influence.  The  past  sheifc 
light  upon  the  present.  Souls  that  have  disappeared  live 
^ain  in  the  souls  of  the  new  generation.  The  examples  of 
the  ancients  mould  the  minds  of  those  who  have  just  come 
upon  the  theatre  of  life,  and,  as  some  one  has  said,  ^'the 
dead  govern  the  living." 

Present  to  the  child,  then,  all  the  beautiful  and  noble 
lessons  which  history  teaches.  By  narratives  and  por- 
traitures infuse  into  him  the  virtues  which  have  made  his 
ancestors  illustrious. 

"  Towards  the  achievement  of  a  noble  life,"  says  an  English 
teacher,  "there  ia  nothing  more  important  than  an  imagination 
well  decorated  with  heroic  pictures ;  in  other  words,  there  ia  no 
surer  method  of  becoming  good,  and,  it  may  be,  great  also,  than  an 
early  familiarity  with  the  lives  of  great  and  good  meti. . .  .  There 
is  no  kind  of  serraon  so  effective  as  the  example  of  a  great  man. 
.  .  .  Let  us,  therefore,  turn  our  youthful  imaginations  into  great 
picture-galleries  and  Walhallas  of  the  heroic  souis  of  all  times 
and  of  all  places ;  and  we  shall  be  incited  to  follow  after  good 
and  be  ashajued  to  commit  any  sort  of  baseness  in  the  direct 
view  of  such  a  'cloud  of  witnesses.' "  ^ 

Of  course  it  is  not  proposed  to  make  of  our  pupils  so 
many  heroes,  —  the  occasions  for  heroism  are  rare  ;  but  still 
we  must  not  fear  to  present  to  children  a  very  elevated 
moral  ideal.  He  who  has  been  made  capable  of  being  heroic 
on  one  solemn  occasion,  will  be  more  surely  virtuous  at 
every  hour  of  his  life.  Then  familiarize  the  mind  which  is 
to  be  made  moi'al  "with  the  real  blood  and  bone  of  human 
heroism  which  the  select  pages  of  biography  present." 
From  this  high  moral  excitation  something  will  be  reflected 


Moral  education.  223I 

even  on  tbe    most   uommon    and   the    moat  hmnble  eocial  1 
conditions.  1 

But  liistory  liolds  in  reserve,  in  order  to  offer  them  to  I 
tbe  imitation  of  those  who  atndy  it,  very  many  examplea  i 
of  familiar  and  simple  virtues  accessible  to  all.  The  Lives  I 
of  Plutarch,  to  cite  but  this  author,  contain  a  treasure  of  J 
beautiful  models  by  which  the  whole  workl  may  profit,  and  I 
wbieh  are,  as  has  been  said,  "the  very  matter  out  of  which  | 
every  moral  force  wiU  always  bo  made."  I 

231.   Living  Examples.  —  But  there  is  something  whichj 
is   worth   evet  mflre   than  tbe  example  of  the  dead ;    thiflfl 
is  intercourse  with  the  living.     The  child  prefera  to  imitate  f 
those   whom   he    sees,  those  whom   hp.  meets.     The    finest 
historical  narratives  are  cold,  eompareu  with  tlie  real  and 
present  example  of  a  virtuous  life.     A  good  man  not  only 
assures  his  own  virtues,  but  contributes    to   the    virtue   of 
others  by  the  magnetic  influence  which  he  diffuses  about  him 
wherever  he  goes,  and  by  the    beneficent  radiance   of   hia 
moral  qualities.     There  is  a  contagion  of  good,  as  well  as  a 
contagion  of  evU  and  of  disease. 

Some  of  the  best  souls  in  this  world  have  acquired  their 
moral  superiority  less  by  an  effort  of  their  will  than  by  a 
natural  imitation  of  the  good  people  who  surround  them. 
How  many  families  there  are  in  which  virtue  is  a  tradition, 
an  inheritance,  which  is  transmitted  from  parents  to  children 
as  surely  and  as  directly  as  a  patrimony  !  Marcus  Aurelins, 
the  wise  Roman  Emperor,  relates  in  his  Thoughts  that  be 
was  indebted  to  several  members  of  his  family  for  some 
of  his  best  qualities. 

"My  uncle,"  ho  says,  "taught  me  patience;  from  my  father  I 
inherit  modesty ;  to  my  mother  I  owe  my  piety." 

Happy  the  men  wlio,  like  Marcus  Aurelius. 
the  day  of  their  birth  an  atmoBph«t«  oi  T\x!UlLl&^  «s^ 
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acquire  good  morals  have  only  to  Bubmit  to  the  gracious  and  I 
natural  iocitemeuts  of  exaniple. 

"Of  aU  the  ways  whereby  Children  are  to  be  instructed  and  I 
their  manners  fonned,  the  plainest,  easiest,  and  most  efficacious  1 
is  to  set  before  their  Eyes  the  Examples  of  those  things  you  I 
would  have  them  do  or  avoid.  ■  ■  •  Virtues  and  Vicea  can  by  I 
no  Words  be  so  plainly  set  before  their  understandings  ai 
Actions  of  other  men  will  show  them,  when  you  direct  tlieir  I 
observation,  and  bid  theni  view  this  or  that  good  or  bad  Quality  I 
ia  their  Practice.  .  .  .  Nothing  sinks  so  gently  and  bo  deep  into  I 
Men's  miads  as  Example."  ^ 


232.   Examples  and  Precepts. — It  muat  not  be  imag- 
ined, however,   that  example,  which  is  precept  in  actiou, 
absolves  us  absolutely  from  abstract  precept,  which  appeals  1 
to  the  miod.     It  is  well  to  present  to  the  child,  in  a  clear  I 
and  expressive  form,  the  principal  maxims  of  duty,  and  to  I 
nourish  his  memory  with  beautiful  moral  sentences.    Always  I 
present  to   the   im^ination,    these    formulas   will   lend   us  1 
support    against    the    temptations    of    pleasure    and 
sophisms  of  passion ;  they  wiU  preserve  us  on  many  occa- 
sions of  weakness. 

"  It  is  well,"  says  an  author  whom  we  have  often  quoted,  ' 
carry  about  with  us  the  purifying  influence  of  a  high  ideal  of] 
human  conduct,  fervidly  and  powerfully  expressed.  Superstitious  J 
persons  carry  amulets  externally  on  their  breasts ;  carry  you  a  J 
select  store  of  holy  texts  within,  and  you  wiU  be  much  i 
eilectively  armed  against  the  powers  of  evil  than  any  most  J 
absolute  monarch  behind  a  bristling  body-guard.  Such  tex 
may  find  occurring  in  many  places,  from  the  Kalidasas  and  | 
Sakyamunis  of  the  Eiwt,  to  Pythagoras,  Flato,  Aristotle, 
Epictetus  ia  the  West ;  but  if  you  are  wise,  and  above  the  aeduo-  1 
tion  of  showy  and  pretentions  novelties,  yon  will  store  your  n 
ory  early  in  youth  with  the  golden  texts  of  the  Old  and  Neir  J 
Testaments."  ' 


'  John  Locke,  op,  d(.,  p,  B 


*  Blackie,  op.  cit,,  p.  7 
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We  do  not  believe  in  tbe  magic  power  of  words  ;  but  who  J 
does  not  know  by  experience  what  power  there  is  in  &  I 
moment  of  moral  crisis,  in  an  idea  suddenly  evoked  from  a  I 
maxim  or  from  a  rule  of  conduct,  especially  if  this  precept  is  ' 
aasociated  with  the  recollection  of  the  one  who  has  transmit- 
ted it  to  ua,  — the  image  of  a  mother,  a  father,  a  venerated 
i   teacher? 

But  to  be  efflcacions  the  precept  must  deeply  penetrate  the 

Bonl  J  it  must  not  remain  merely  on  the  lips  or  in  the  memory, 

but  must  become,  so  to  speak,  a  living  part  of  the  conscience.    , 

"We  must  not  be  content  with  a  borrowed  morality,  founded  1 

on  maxims  learned  out  of  books.  I 

"  What  would  be  thought,"  said  the  wise   Plutarch,  "  of  a  man  I 

who,  going  to   his   neighbor   in    search   of   fire,  and  finding   the   I 

hearth   aU  aglow,   flhould   stay    there   to   warm   himself  and  no   1 

longer  think  of  returning  to  hia  own  home?"  I 

,        This  ia  the  picture  of  a  man  who  is  content  to  recite  well-  1 

[  conned  moral  discourses  ;  who  to  be  sure  of  conducting  him-  I 

'   self  properly  has  always  to  consult  a   book,  ue   a   sort  of  I 

>    gospel ;  and  who  has  not  been  able  to  kindle  in   his   own    I 

heart  an  inner  fire  of  noble  inspirations. 

I       233.   The  Love  OP  THE  Good. — Exercised  and  instructed  | 

I   by  his  own  experience,  accustomed  to  take  account  of  his  \ 

I    own  actions,  to  judge  the  actions  of  others,  and  to  weigh  the  I 

I    consequences  of  tliem,  initiated  by  his  acts  into  the  jov  of  1 

I   duty  accomplished,  encouraged  by  the  examples  which  have  I 

i  been  set  before   him,  sustained   by   the   e^cbortations   and  J 

precepts  of  his  teachers,  the  child  will  rise  little  by  little  to  I 

the  moral  hfe.     In  thia  complex  work,  of  which  Mr.  Bain  has  1 

said  that ' '  tlie  conditionB  to  be  fulfilled  are  so  numerous  that  I 

it  is   hardly  possible   to   indicate   with   precision  the   best  I 

I',  method  to  be  adopted,"  the  principal  part  belougs,  not  to  I 

Lbooks,  not  to  lessons,  but    to   the   character  of    parents  I 
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and  teachers.  Tlie  moral  law  cannot  be  for  the  child 
a  cold,  impersonal  abetraction ;  it  must  be  made  incarnate 
in  a  living  being.  The  father,  the  -mother,  and 
teacher  represent  to  the  eyes  of  the  child  the  moral  law; 
and  they  should  represent  it.  not  as  impassive,  unfeeling 
beings,  but  as  living  ptirsoualities  who  are  touched  at  the 
sight  of  evil,  who  are  full  of  affection  and  tenderness.  If 
religion  has  suob  a  profound  influence  upon  the  develop- 
ment of  morality,  it  is  because  it  presents  to  the  minds 
of  men  the  idea  of  a  supreme  father,  the  benefactor  of 
humanity,  who  by  his  sovereign  wiU  I'equires  vu-tue  of  his 
children.  The  Icnowledge  of  what  is  good  docs  not  suGQce ; 
there  must  be  joined  to  this  the  love  of  what  is  good.  And 
it  is  by  loving  virtuous  men  set  before  him  for  examples,  and 
by  loving  a  divine  model  of  every  virtue,  that  the  child  will 
come  to  love  the  good  itself. 


1 
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WILL.   UBERTT.  AND  HABIT. 

234.  Knowledge  and  Will. — The  more  we  enlighten 
the  intelligence  the  more  we  develop  the  moral  conacioue- 
nesa.  It  suffices  to  throw  a  glance  over  the  morals  of  the 
ancieDts  aurl  over  the  morals  of  the  moderns,  to  judge  of 
the  progress  whieh  men  have  gradually  made  in  the  knowl- 
edge of  their  duties.  Meu  often  do  wrong  throiigh  igno-  - 
ranee  of  what  is  right.  Moreover,  the  knowledge  of  what  is 
right  implies  in  itself  &  certain  power  of  determination 
towards  the  right.    To  know  exactly  where  one's  duty  lies 

I   of  itself  one  excellent  condition  for  doing  one's  duty. 

fit  us  admit,  however,  that  knowledge  does  not  suffice,  that 
there  must  be  added  to  it  will  or  moral  energy.  How  many 
men  are  capable  of  making  marvelous  dissertations  on  all 
the  shades  of  duty,  and  yet  are  incapable  of  becoming  virtn- 
i  men !  They  cannot  will  the  good  which  they  know. 
It  is  the  reason  that  judges  what  must  be  done,  but  it  is 
tile  will  alone  which  determines  us  to  do  it.  The  education ,  J 
of  the  will,  then,  is  one  essential  part  of  moral  education. 

135.  Definition  of  the  Will.^ — ^In  the  eighteenth  oen-' 

tary    the   terra  will  was  sometimes  employed  to  designate   ' 

all    the   powers  of   the   soul   except  the  intelligence, —the 

inclinations,  the  tendencies,  the  desires  ;  and  Condillac  eaid   i 

[  of  the  will,  "  that  it  comprehends  all  the  operations  whiiAH 

L  are  born  of  need."     In  contemporary  psycholt^y  the  siguifi-" 
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catioa  of  the  term  "  will "  is  better  defined,  more  fixed  ;  and 
the  will,  or  power  to  do  what  we  wish,  properly  designates 
the  power  which  the  soul  has  of  self-determi nation,  con- 
Bcionsly  and  with  reflection,  spontaneously  and  freely, 
towards  an  act  of  its  own  choice. 

236.  The  Will  in  the  Child. — The  will  thus  under- 
stood is,  like  the  reason,  a  prerogative  of  man.  Man  alone, 
in  the  full  exercise  of  all  his  faculties,  is  capable  of  willing. 
Doubtless  the  animal  and  the  child  are  capable  of  self-de- 
termination ;  they  act,  and  by  an  abuse  of  terms  the  princi- 
ple of  these  determinations  and  actions  is  called  will.  But 
this  irreflective  power  of  determination  and  action  is  but  a. 
semblance  of  will.  The  child  is  obstinate,  but  he  has  no 
will.  In  him,  as  in  the  animal,  action,  however  spontane- 
ous it  may  be,  is  not  master  of  itself.  Provoked  by  blind 
desire,  by  irresistible  need,  by  disorderly  caprice,  it  is  not 
in  possession  of  itself ;  it  is  but  the  pale  image  of  the  real 
human  will,  which  reftects,  calculates,  knows  where  it  goes, 
and  consequently  masters  itself  and  governs  itself, 

237.  Difference  between  Will  and  Desire. — The 
will  is  surely  something  else  than  desire.  It  ia  not  possible 
to  admit,  with  certain  pbilosophors,  that  the  will  is  but  an 
ardent  and  strong  desire,  just  as  the  attention  is  but  a  domi- 
nant sensation.  The  will  thus  understood  would  not  affran- 
chise ns  from  our  inclinations  and  our  passions ;  it  would 
be  but  the  consummation  of  desire.  It  would  be  included 
in  the  category  of  passive,  fatal  dispositions ;  it  wonld  not 
be  the  principle  of  liberty. 

Desire  is  but  the  solicitation  of  an  agreeable  object  which 
procures  us  pleasure,  and  thus  invites  ua,  and  sometimes  de-    I 
termines  ua,  to  go  in  search  of  it.     The  wiU,  on  the  i 
trary,    is    the   resolution    which   we    take    of    ounjelves   to 
Eiocomphsh  an  act,  agreeable  or  disagreeable,  as    the   cas&J 
may  be. 
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^^B  There  are  eases  where  desire  and  will  are  in  accord, — 
^^■frhere  we  will  what  we  desire ;  but  evea  then  our  consciona- 
^^V^iess  sharply  distiDguishea  the  attrnctiou  which  the  thing 
^^Kdesired  exercises  on  the  feelings,  from  the  power  which  we 
^^Btiave  of  yielding  to  that  attraction. 

^^H     In  other  cases  the  will  is  in  opposition  to  desire  ;  and  It  is 
^^*  then  especially  that  the  distinction  between  the  two  facta  ia 
clear  and  striking.     For  example,  indolence  attracts  me  and 
pleases  me;   »ll  the  pleasures  of  the  far  niente  haunt  my 
imagination ;  all  my  bodily  inclinations  incliue  me   to  indo- 
lence ;  and  yet,  sustained  by  the  idea  of  my  interest  or  of 
my  dnty,  I  resist  these  impulses  ;  I  will  to  worlf,'and  I  set 
^^  myself  to  work.     How,  in  this  case,  and  in  all  analt^ous 
^^L  cases,  can  we  confound  desire  and  will,  the  current  and  the 
^^Kpower  which  ascends  the  current? 

^^B  Finally,  in  other  cases,  the  desire  is  the  only  thing ;  liy  its 
^^B  violence  it  carries  away  the  soul,  which  has  neither  the  time 
^^Hto  reflect  nor  the  power  to  will;  bnt  the  act  is  then  no  more 
^^P  voluntary  than  the  mind  is  truly  attentive  when  it  is  domi- 
^V  nated  and  absorbed  by  a  sensation.  The  fixity  of  thought 
^H  which  allows  itself  to  be  captivated  and  made  immobile,  so 
^r  to  speak,  by  a  powerful  impression,  is  no  more  attention 
than  the  impulse  of  desire  is  will.  Just  as  the  attention 
disengages  and  transports  the  thought,  attaches  it  to  the 
object  which  it  has  chosen,  or  detaches  it  from  it  when  it 
pleases,  BO  the  will  withholds,  arrests,  or  pursues  tiie  act 
which  it  has  resolved  on. 

238.  Difference  between  Will  and  Idea. —But  some 
one  will  say,  if  the  will  is  distinguished  from  desire  and 
from  sensibility,  it  is  precisely  because  it  is  confounded  with 
idea  nnd  with  iutelligence.  In  fact,  motives  borrowed  from 
our  prevision,  from  our  reason,  are  the  only  ones  whicli  can  ] 
counterbalance  the  attraction  of  desire  and  assure  the  tii- 
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nmph  of  the  will ;  but  becauae  the  wiU  grafts  itself,  80  t 
speak,  upon  ao  idea,  it  is  no  reason  for  thinking  that  it  i 
tlie  same  thing  as  the  idea.     Does  it  not  happen  to  us 
moment  to  have  a  very  definite  idea  of  a  thing  to  be  done^l 
and  yet  not  to  do  it,  becauaa  we  do  not  will  to  do  it? 


239.  Relation  op  the  Will  to  the  Sensibilities.  ^« 
But  after  having  shown  that  the  will  is  something  distinct] 
and  irreducible,  after  having  proved  that  it  is  an  inde-V 
pendent  power,  we  must  hasten  to  add  that  thm  inde-n 
pendeiice  Is  not  absolute ;  that  in  order  to  will  it  i 
useless  to  desire,  and  that  it  is  necessary  to  think. 

Let  us  not  Imagine,  then,  that  to  prepare  in  man  for  the  J 
reign  of  the  will,  we  must  destroy  in  the  child  the  empire  1 
of  the  desires.  Ciiildren  of  little  sensibility  are  very  likely 'j 
to  become  men  of  little  energy.  On  the  contrary,  hvely,  I 
ardent  inclinations  will  he  the  cradle  of  a  strong  will, 
provided   reflection   co-operates    with    them.' 

Let  ns  excite  the  desires  of  the  child,  while  giving  them  I 
direction;  let  us  teach  him  to  love  more  and  more  what  I 
he  ought  to  love ;  and,  enlightened  by  intelligence,  hia  i 
desires  will  be  transformed  into  wiUs. 

But  tlie  will,  however  eneigetic  we  may  suppose  it  to  be,  ] 
is  almost  always  too  weak  to  caiTy  on  a  constant  struggle 
with  the  inclinations.     In  this   contest,  it  would  very  sood 
exhaust  its  forces. 

Doubtless  the    will    manifests    all    its    power    only    in 'J 
effort  and    In   contest;  but,    happily,    the  contest    is  not  J 
always   necessary;   and   if  there    are   toiling,  heroic   will 
which  triumph  over  the  passions  which  they  resist, 
fire   also  compliant,  easy-going   wills,  which    are   bat  t 

1  Mr.  Saliy  justly  remarks  that  tha  exerclso  of  physical  activity  it 
itself  a  rudimentary  edacation  of  the  will. 
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adheeioD  of  a  well-endowed  soul  to  legitimate  dsBires.  la 
fact,  most  wills  are  of  this  sort ;  and  in  the  ordinary  course 
of  a  well-regulated  life,  that  which  is  willed  is  at  the 
same  time   tliat   which  is  felt  and  loved. 

The  end  of  education  ought,  then,  to  be  to  associate  and 
to  unite  desire  and  will,  —  to  bring  into  accord  pleasure  and 
duty.  Whatever  can  be  done  to  give  the  inclinations 
wisdom,  will  also  profit  the  will  and  will  make  its  exercise 
easier. 

240.  Kelation  of  the  Will  to   the  iNTELunENCE.  — 

The  philosophers  of  the  seventeenth  century,  especially 
Bossnet,  included  the  will  among  the  intellectual  opera- 
tions. Every  act  of  the  will  certainly  implies  an  act  ol 
thought.  The  will  might  be  defined  a  thought  in  action. 
There  is  no  wiU,  a  philosopher  has  said,  where  there  is  no 
reason  for  willing.  In  proportion  as  we  are  more  enlightened, 
and  especially  as  we  are  more  reflective ;  as  we  conceive 
more  clearly  what  we  have  to  do,  and  the  better  under- 
stand why  we  ought  to  do  it,  the  more  are  we  our  own: 
masters,  the  more  do  we  belong  to  ourselves ;  in  a  word,- 
the  more  will  we  have. 

Let  us,  then,  train  the  child  to  refl.ect,  not  to  form  hasty 
resolutions,  not  to  yield  at  the  first  blow  to  the  calls  ot 
his  desires,  but  to  weigh  the  pros  and  the  cons  befors 
adopting  a  determination ;  and  in  this  way  we  shall 
increase  the  strength  of  the  will,  whose  power  varies  and 
ie  modified  iu  proportion  as  our  intellectual  energy 
diminishes  or  atigmeuts. 

241.  The  Will  and  Libeett.  —  In  showing  tlie  con- 
trasts and  the  agreements,  between  the  will  on  the  one 
hand  and  the  sensibilities  and  the  intelligence  on  the 
other,  we  have  defined  the  essential  characteristics  of 
the  will,  which  are  reflection  and  liberty. 
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There  are  no  acta   truly   voluntary,   save    those   which  J 
are  deliberate,  which   siippoHG   that  u  reBolution   has  been  ] 
token    after    reflection,    and    the     voluntary     act    is    free, 
precisely   because    it    issues,     not   from     an    meonaiderate 
and  fatal  instinct,   but  from  a  studied  decisiou  and  from 
choice.     Real  liberty  is  nothing  but  the  faculty  of  choosing 
with   reflection   and    with   a     thurough    knowledge    of  the 
matter,   among  several  possible  actions,  the  one  which  we    j 
prefer,  the  one  which  we  think  the    best.      Doubtless  tbia    1 
liberty   does    not  give   us    the    power    to    break    abruptly    1 
with  our  past,  to  loose  ourselves  from   all  solidarity  with  I 
what  we  have  already  done,  with  our  inclinations  and  our  I 
habits  of    mind ;  it  does  not   create   acts  absolutely  inde-  I 
terminate,   independent   of   all    condition,  —  in   a  word,   it  I 
does  not  perform  miracles.     But  it  does  enfranchise  us  so  I 
for   as    this   is   possible ;    it   rescues    us   from   the   impulse  I 
of  the  moment,  from    the  absolute    empire  of  habit,    from  | 
the    yoke    of  passion,    from   the   tvranny   of    fashion   and    I 
of    example ;    it   permits   us   to   govern    ourselves  by  our-  1 
selves   and   by  our   reason,    and    it    is   in    this    that   we 
are  free. 

242.  CtTLTUBE  OF  THE  Will. — The  culture  of  the  I 
will  is  one  of  the  most  delicate  problems  of  education,  | 
To  develop  and  strengthen  the  will,  it  is  first  necessary  I 
to  respect  the  spontaneity  of  the  child,  which  is  the  germ 
of  his  independence  and  liberty.  Parents  who  are  too  J 
anxious  to  "break  the  wills  of  their  children "  are  pre-  I 
paring  weak  and  flabby  characters  that  will  be  incapable  J 
of  self-control.  I 

Says  Kant :  "  We  most  not  break  the  wills  of  children,  but  only  I 
direct  them  iii  such  a  way  tliat  they  will  know  how  to  yield  to  1 
natural  obstaclea."  i  I 
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The    same    thought   inspired    Roiiascau,     whea,     in 
first  twelve  yeara  of   Emile'a  education,    he  subjected  ths  1 
conduct  of   the  child  to  the  sole  rule  of  necessity. 


"  Let  the  child  early  feel  upon  his  proud  head  the  hard  yakft  ] 
which  nature  imposes  on  man,  —  the  heavy  yoke  of  necessity, 
under  which  every  finite  being  must  bend ;  let  him  see  that  this    | 
necessity  lies  in  things,  not  in  the  caprice  of  men."  ' 

It    is    going    too    far,    however,    to    mippreas    in   early   | 
education  the    commands   of   parents  and  teachers.     It  ia  J 
well,  on  the  contrary,  that  the  will  of  the  child  feel  othei  i 
wills  in  contact   witli  his  own ;   but  on  one  condition,  —  * 
that  these    wills   shall    themselves    be    well   adjusted,    and 
that   the   orders  through  which    they   manifest   themselves 
shall  not  be  followed  by  counter-orders,  —  that  they  shall 
be    clear    and    inflexible.      The    caprices    of    a    waveiing 
authority    which    contradicts    itself,    can   have   only   disaS'  J 
trous   effects.     Pulled   in  different  directions,  the  will  of  j 
the   child    will   iUelf    become    capricious   and   mobile. 

The  child  should  be  neither  a  slave  nor  a  despot4  ' 
He  should  neither  be  constrained  blindly  to  obey  J 
unreasonable  orders,  nor  crossed  in  ali  his  inclinations.  , 
On  the  other  hand,  he  should  not  be  gratified  in  all  j 
that  he  wishes. 

"Parents,"  says  Kant,  "often  make  a  mistake  in  refnaing  their 
oiiildren  everything  they  demand.  It  is  absurd  to  refuse  without 
reason  what  they  naturally  expect  from  the  goodness  of  their  par- 

"  On  the  other  hand,  children  are  spoiled  by  gratifying  all  their 
wiahes.  Doubtless  they  are  prevented  by  this  means  from  show- 
ing their  bad  humor,  but  they  become  all  the  more  headstrong." 
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We  must  at  tlic  same  time  know  how  to  yield  and  to 
resist,  and  especially  to  resist.  By  always  gratifying  the 
oaprices  of  the  child,  by  flattering  his  iostiuots,  we  doubt- 
less emancipate  bis  will,  but  we  also  make  it  diaorderly, 
and  in  a  sense  weaken  it.  In  fact,  will  supposes  effort, 
domination  over  one's  self.  By  resisting  the  child,  we 
teach  him  to  resist  himself.  It  is  only  through  the 
acquired  habit  of  obeying  others,  that  he  will  later  become 
capable  of  obeying  his  own  reason. 

243.  PuAcncAi.  Feeling  of  Libekty.  ^ There  is  a 
great  practical  interest  in  often  pausing  to  reflect  as 
follows,  with  reference  to  a  finished  course  of  action : 
"Such  a  fault  might  Lave  been  avoided.  Such  a  quality 
might  have  been  acquired  more  quickly.  Finally,  some- 
thing different  and  better  might  have  been  done."  This 
is  a  certain  means  of  increasing  our  faith  in  the  eflicaey 
of  our  acts,  of  fortifying  in  oar  souls  the  most  precious 
thing  in  this  world,  ^ — I  mean  the  actual  feeling  of  our 
liberty,  by  ridding  ourselves  of  that  harassing  notion  of  ne- 
cessity, of  which  Stnart  Mill  said,  "The  idea  of  necessity 
weighed  upon  my  existence  like  an  evil  genius." 

Consequently,  let  us  accustom  the  chUd  to  make 
frequent  returns  upon  himself,  to  practice  in  a  certain 
measure  those  examinations  of  conscience  recommended 
by  the  philosophers  of  antiquity.  The  moral  calendar  of 
Frankhn,  who  each  day  recorded  the  infractions  which 
he  had  committed  on  the  different  precepts  of  duty, 
ia  an  iagenious  application  of  the  same   thought.' 

'  Id  other  tenuH,  we  must  do  for  the  mind,  witat  Colonel  Amoras 
did  for  the  body :  he  gave  eacii  pupil  what  he  called  a,  physiological 
chart,  in  which  were  noted  the  conditioa  of  each  organ  at  the  begin-    , 
of  the  course  in  gynmaatics  and  the  progceaa  made  after  eaoli    I 
month  of  a 
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244.   Education   in  LiismiTY.  —  Mau  ia  really  man  only  ] 

when   he   unites   a  firm    and  ever-ready  will   to  vivid  and  1 

elevated  emotions,  and  to  an  enlightened  Intelligence.     But  j 

this  quality  is  rarer  than  we  think.     Doubtlesa  if  we  con-  I 

eider  only  tliat  inferior  will  wiiich,  while  saying  "  I  will,"  I 

doBB  nothing  in  reality  but  follow  inclination  or  habit, —  in  I 

this  sense  we  use  our  will  eacli  moment  of  onr  life ;  but  if  j 

we  must  restrict  the  term  will  to  a  deliberate  act,  deter-  ] 
mined  on  witb  reflection,  who  does  not  see  that  the  human 
conscience  rarely  rises  to  this  effort?     The  most  often  we 

act,  I  do  not  say  without  motive,  which  is  impossible,  but  J 

without  reflective  motive,  and   our  actions  are   not   really  1 
willed.     There  are  men  who  are  almost  absolutely  lacking 

in  will,  who  in  some  sort  do  not  belong  to  themselves,  but  ' 

who  live  a  passive,  mechanical  life,  the  slaves  of  their  own  I 

passions  and  the  toys  of  exterior  influences.     Even  those  j 
who  reflect  the  most  do  not  reflect  as  much  as  they  might. 

There  are  witliin  us  treasures  of  enei^y  which  we  do  not  J 
know  how  to  take  advantage  of,  and  we  certainly  have  mora 
reserve  power  than  we  have  will. 

246.   No  Act  is  Indifferent. — For    real    training    in  ' 

liberty,  and  for  assuring  to  it  all  its  power,  it  must  be  borne  j 

in  mind  that  no  one  of  our  acts  is  indifferent.     If  we  yield  j 

for  a  single  time  to  an  evil  inclination,  while  promising  our-  J 
selves  to  resist  it  to-morrow,  we  are  guUty  of  a  grave  impni- 
dence ;  for  to-morrow  we  will  not  have  the  same  power  of 

resistance.     Every  act  performed  is  a  beginning  of  habit,  j 

and  habit  fetters  the  will.      For  the  very  reason  that  we  ] 

have  even  once  acted  in  a  certain  way,  we  shall  be  a  little  1 

more  inclined  to  act  again  in  the  same  way.  1 

Then  let  us  keep  watch  over  all  the  acts  of  the   child.  ' 
Let  us  not  excuse  him  from  any  fault  on  the  pretest  that 
(  will  be  the  only  instance  of  it,  and  that  it  will  be  time 
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to  correct  it  when  it  occurs  again.     In  every  desire,  howOTer  •] 
feeble,  tbere  is  a  will  iu  germ,  in  everj  action  there  is  the 
begiunlDg  of  liubit. 

246.  The  Will  anb  Habits. — The  activity  of  the  man  i 
and  of  the  child  manifeste  itself,  as  we  know,  under  three  I 
forms :  instinct,  will,  and  habit.  So  far  as  possible,  we  must 
Bnbstitnte  will  for  instinct,  —  that  is,  reflective  reaolntions 
for  blind  impulses ;  but  must  we  oppose  habits,  as  we 
oppose  instincts?  No;  for  it  depends  on  us  to  make 
habit  an  easy  way  of  doing  without  effort  what  we  had 
previously  done  with  reflection,  with  will ;  habit  consolidates 
the  work  of  liberty. 

It  has  been  said,  not  without  truth,  that  "  two  obstacles, 
almost  invincible,  prevent  us  from  being  the  masters  of 
our  wills,  —  inclination  and  habit."  It  would,  however, 
be  a  grave  and  dangerous  error  to  attribute  to  these  two 
-enemies  of  the  will  a  power  that  cannot  be  over- 
come. Inclination  can  always  be  controlled,  confronted 
with  our  interests  and  duty,  and  repressed  by  an  ener- 
getic act  of  the  will.  As  to  habit,  particularly  at  first,  it 
is  entirely  dependent  on  the  will,  since  it  depends  on  us 
to  prevent  the  repetition  of  the  act  which  engendei-s  habit. 
Even  when  it  has  become  inveterate,  we  may  succeed  -in 
conquering  it, —if  not  at  once  and  by  a  simple  effort  of 
the  will,  at  least  by  a  prolonged  resistance  and  by  siullful 
tactics. 

247.  Necessity  op  Habits.  — To  a  great  extent,  educa- 
tion ia  but  the  art  of  forming  good  habits.     So  we  do  not 
comprehend   what  Rousseau  has  said  with  more  wit   than 
sense:    "  Emile    must   be  allowed  to  learn  no  habit,   save     I 
that  of  having  none  at  all."  j 

.Even  £ant  condemns  habits,  for  the  reason  that  "tjw  J 
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.  has,   the   lees   free   and   independents 


:   habits   I 
ia  he." 

The  ideal  of  Kant  and  Rouaaean  would  be  a  liberty  al- 
ways active,  which  nothing  would  thwart ;  a  liberty  always 
alert,  always  in  movement,  which  would  determine  itself 
anew  in  every  circumstanca  of  life.  But  habit  ia  an  "  obe- 
dience," since  it  enchains  us  to  the  past,'  But  the  ideal  of 
Kousseau  and  Kant  caauot  be  realized.  It  is  ImpOBsible 
to  demand,  at  each  moment  of  existence,  that  display  of 
energy  which  is  involved  in  each  new  exercise  of  liberty. 
Happily,  human  weakness  may  repose  on  good  habits, 
which  exempt  it  from  efforts  ceaselessly  renewed,  and 
which  render  the  accomplishment  of  duty  natural,  easy, 
almost  instinctive.  The  body  cannot  always  be  awake  and 
erect ;  it  must  sleep  and  recline ;  and  in  the  same  wa^' 
activity  should  not  remain  incessantly  on  the  alert, 
must  seek  repose  and  must  sleep,  so  to  speak,  in  the  easy 
and  pleasant  paths  of  habit.  When  the  will  has  once 
purged  the  inclinations  and  regulated  the  habits, 
discharge  itself  in  part  upon  the  emotions  and  upon  the 
routine  government  of  the  soul ;  like  a  general  who,  hav- 
ing pacified  a  country,  sheaths  his  sword,  but  does  not 
completely  disarm,  because  unforeseen  circumstances  and 
changes  in  life  may  at  any  moment  require  new  eSorta> 
of  the  will. 

Does  some  one  object  that  habit  diminishes  effort,  and 
consequently  merit?  We  reply,  with  M.  Marion,  "Merit 
and  efEort  are  not  tlie  whole  of  morality.  I  am  surer  tliat 
a  man  will  do  right,  when  the  right  will  cost 
trouble."" 

e  Vinet,  L'Edtieatioii  la  Famille  el  la  Socii'ii'. 
'  M.  Marlon.  In  La  Science  de  VEducation,  contained  In  the  Refom 
ItkivsTKlaire,  April  1, 1885. 
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Then  let  us  not  demand  of  the  will  a  eontiiiuoiiB  em^^ 

of    feata    of    strength.      Moreover,    the    habits,    however 

numerous  they  may  be,  never  suppress  liberty,  especially 

i  make  of  liberty  itself,  —  that  is,  of  reflective   delib- 

l-emtion, — a  higher  habit,  which  dominates  all  the  others. 


i48.  How  THE  Habits  abe  Fokmed. — There  is  great 
need,  then,  that  edncation  should  form  good  habits, — 
habits  of  mind,  habits  of  feeling,  habits  of  actiou.  How 
Bhall  it  form  them?  How  shall  it  succeed  in  creating 
that  second  nature  which  will  constitute  the  final  char- 
acter of  the  man? 

In  truth,  the  habits  are  formed  of  themselves  by  the 
repetition  of  the  same  act.  Some  are  derived  from  the 
incHnations  and  instincts ;  others  from  reflective  acts  in 
which  the  will  has  co-operated.  The  part  of  the  educator 
is,  then,  to  keep  watch,  both  over  the  instincts  and  the 
first  manifestations  of  the  will.  On  the  start  he  will  cut 
short  evil  tendencies,  and  nip  in  the  hud  vicious  inclina- 
tions.    Evil  must  be  cut  away  to  the  very  root. 

"  Habit,"  BayH  Montaigne,  "  begins  iu  a  mild  and  humble  fash- 
ion; it  establishes  in  ns  little  by  little,  and  as  it  were  by  stealth, 
the  foot  of  its  authority;  but  it  soon  reveals  to  us  a  furious  and 
tyranbical  face,  and  we  shall  hardly  be  able  to  rescue  ourselves 
^ain  from  its  hold." 

The  teacher  will  prevent  the  rise  of  bad  habits  by 
opposing  bad  acts  by  all  the  means  in  his  power,  —  by 
punishunents  if  need  be.  To  promote  the  formation  of 
good  habits,  he  will  have  only  to  encourage  the  child  in 
acting,  and  with  the  aid  of  time  the  habit  will  be 
formed.  It  is  hardly  possible  to  impose,  in  a  trice, 
new  habits  which  will  be  iu  contradiction  with  t!ie  nature 
of  the  chdd.     If  the  act  which  you  command  is  repognant 
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'  to  him,  that  act,  performed  contrary  to  his  will,  will  not 
leave    behind   it   a.   certain    tendency    to  reproduce    itself, 

,   which  in  the  essential  condition  of  the  formation  of  habits. 

:   If,  then,  it  ie  a  question  of  habits  that  are  somewhat  dif- 

l  ficult,  to  which  the  child  does  not  tend  of  himself,  try  to 
manage  the  transitions;    try  to  find  the  favoralile  moment 

I   when  the  action  which  we  wish  to  transform  info  a  habit 

I  will  cost  the  child  the  least  trouble.  Let  us  be  content, 
at  first,  if  he  performs  the  act  with  indifference ;  he  will 

'  next  repeat  it  with  pleasure,  and  the  habit  will  be 
formed.  In  a  word,  let  us  insinuate  habits,  not  impose 
them.  "A  new  idea,"  said  Fonteuelle,  "is  like  a 
wedge,  —  it  nkust  not  be  driven  in  by  the  blunt  end." 

[       249.   How  Bad  HAnrrs   akb  to  be   Corrected. — But 

■whatever  may  be  the  supervision  of  the  te.icher,  it  is  not 
claimed  that  under  the  influence  of  external  circumstances 
a  bad  habit  will  not  make  its  appearance  in  the  child. 
Moreover,  when  he  enters  school  the  child  haa  already 
contracted  certain  dispositions,  certain  bents  of  mind  and 
of  heart.  Is  it  possible  to  coiTect  the  vicious  element 
which    custom    has   once   introduced  into  the  activity  of 

I    the  child? 

Certainly  this  is  not  an  easy  thing ;  and  we  might  al- 
most always  despau-  of  success,  if  we  had  no  other 
means  for  attaiuiog  this  end  than  to  make  a  direct  attack 

I  on  the  e^-il  inclination  which  has  become  a  habit,  espe- 
cially if  we  wish  to  succeed  in  this  all  at  once.  Time  has 
presided  over  tlie  formation  of  habit,  and  time 
necessary  to  assure  its  disappearance.  Let  us  be  patient, 
therefOTC  ;  let  us  be  satisfied  if  we  succeed  .at  first  in  de- 
laying the   reiippearauce  of  the  evil  act.     Little  by  little 

V  the  empire  of  the  will  will  be  established,   and  tlie    child 

bwUl  gradually  rid  himself  of  his  propensity,  especially  if 
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have  hod  skill  enough  to  establish  different    habits,  j 
which  draw  liim  in  another  direction. 


250.    The  Will  ant>  Eddcation,  Public  ok  Private.  —  J 

At  first  sight  one  would  be  tempted  to  believe  that  pri-  j 
vate  edacution  ia  more  favorable  than  public  education,  for  J 
the  cnltnre  of  the  will.  At  school,  of  course,  everything  I 
is  regulated  in  advance ;  everything  ia  uniform ;  there  ia  I 
no  initiative  ;  there  is  a  common  level ;  the  child  is  never  I 
abandoned  to  himself;  the  shortest  periods  of  the  day  j 
have  their  definite  occupation.  At  home,  on  th 
b'ary,  the  child  belongs  more  to  himself ;  he  is  not  sub- 
jected to  a  rule  so  inflexible ;  he  has  the  disposition  of  ] 
his  own  time  and  occupation  ;  he  has  more  initiative. 

And   yet,  looking   at  things   more   closely,  we  come   to  I 
be    convinced    that    the  school   is    worth    more    than    the  | 
home   for   an  apprenticeship  in  effort.     Left  with  his  par- 
ents, the  child   grows   effeminate ;    under    their    direction,  I 
often  uncertain    and    variable,  his    acts    lack    continuity; 
he   wavers   at   random    between   their  contradictory  orders  1 
and  his  own  caprices ;    he  does  not  learn  to  obey  a  fixed  I 
and  immutable  law.     Real  will   is  obedience  freely  given  ' 
to   the   moral  law ;    and  to  train  the  child   to   tliis   obedi- 
ence, obedience  to  an  exact  rule    is   the   best  of   prepara- 
tions.      "■  Obedience    to   law,"    says    an    unknown    author 
quoted  by  Madame  Necker  de  Saussure,  "subjngatea  the  J 
will  without   enfeebling   it,    while    obedience    to    men    iii>  1 
jures  and  enervates  it," 

Madame  Necker  does  not   hesitate   to  acknowledge   that  I 
"  public  education  has  the  decided  advantage,  so 
the    strengthening  of   character   and    the    development    otM 
manly  virtues  and  cnei^y  are  concerned." 

"Ia  the  family  the  child  escanea  slackness  with  difficulty, 
quiet  household  there  is  no  energy  to  display.    AU  the  weatE  * 
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[•  protected ;  no  one  needs  to  defend  himself  or  to  defend  others.  I 
This  is  a  happy  condition,  doubtless,  but  power  of  soul  is  not  ao  | 
quired  in  this  way.  At  college  things  do  not  go  in  this  way.  The  I 
young  man  learns  to  know  his  own  rights,  as  well  as  those  of 

I    others.     He  becomes  accustomed  to  reaiat  Holicitations  as  he  does 

,  threats,  when  lie  believes  that  equity  is  on  his  side.  He  learns  the 
secret  of  good  conduct,  the  art  of  putting  himself  on  good  terras 
with  hia  equals,  of  knowing  how  far  he  may  impose  on  them  by 
hia  firmness,  or  of  making  himself  loved  by  his  condescension."^ 

There  are  atill  other  reasons  that  might  be  given.  In  J 
the  family  the  child  does  not  easily  have  opinions  of  bia  I 
own.  He  lives  with  persons  who  are  hia  superiors  in  I 
experience,  whom  he  ought  to  respect,  and  whom  for  the  I 
most  part  he  loves  too  much  to  annoy  by  differing  with  j 
them  in  opinion.  At  school  and  college  he  lives  with  1 
equals,  and  he  has  the  right  of  free  speech.  In  the  | 
family  tlie  instruction  is  generally  too  easy ;  the  lesson,  so  J 
to  speak,  is  all  diewed;  the  child  has  not  efforts  enough  I 
to  make  to  assimilate  it.  At  college  he  needs  to  work  J 
more   for   himself,  and  to  seek    in    personal   reflectioa  the  I 

'   means  of  comprehending  a  lesson  imiformly  given  to  all. 

251.  Self-education.  —  It  ia  not,  however,  at  school 
that  the  education  of  the  will  is  completed.  It  ie  only  in 
>  Bociety,  in  contact  with  the  difficulties  of  life,  that  the 
'  human  personality  is  really  formed.  And  this  is  doubt- 
I  less  why  Comenius  reserved  to  the  university, —  that  is, 
I  to  the  free  life  of  the  student, — the  task  of  developing  | 
the  will.     Experience  is  the  true  school  of  the  will. 

"At  college  we  smooth  the  path  for  the  steps  of  the  child;  but  I 
diiEcultj  is  precisely  the  education  of  the  will     We  teach,  but  1 
one   really  knows   only  what  he  discovers.     We  are  guides  — 
I    whom?     Of  those  who  ought  to  guide  themselves." 

I       1  Bee  Conmderationa  aar  V Vacation,  piMique  et  V^iMaMonprinee. 
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This  opposition   which   exists    between   the  deTelt^meul 
I    of  the  peraoual  will  and  echml  life,  even  the  mildest  and 
freest,  disappears  the  day  when  the   child  is   handed   over 
to   himself.     It   is    especially    then  that  his  voliintarj   ac- 
tivity  will  find  occasion    for  exercise    and  growth  ;   but   it  I 
is  then  also  that  his  will  will  incur  the  greatest  dangers.  [ 
We  shall  have  taught  him   in   vain   to  will  in  the  narrow  1 
circle  of  childish   activity ;    he   will   be  likely    to    uoleam  i 
this  in  the  vast  field  of  manly  activity. 

"  With  the  will,"  aa  it  has  been  jnatly  remarlied,  "  the  work  <rf  I 
education  is  never  fluiahed.  The  child  who  iias  learned  to  read  I 
has  not  to  go  bank  to  it ;  it  is  finished.  Witli  the  will  it  is  never  j 
finiahed;  we  are  idwaya  going  back  to  it."  • 

252.    D1PFICU1.TT  OP    THE    Education    op   thp,    Wru.,- 
With  the  aid  of  the  will  already  formed,  the   aucceaa  1 
intellectual    education,  as  of    moral   education,  is   assured.i 
But  for  the    education  of   the  will  itself,  where  ifi  the  fiil*| 
crum,  the  lever  upon  which  we  shall  press? 

Must  there  not  already  be  a  little  will,  in  order  that  I 
more  of  it  may  be  acquired?  What  shall  be  done  with  1 
the  weak  natures,  which  have  no  spring  in  them?  Is  it  ] 
possible  to  give  them  will,  if  tliey  have  none?  "  It  is  the  j 
win  which  we  have  to  right,"  says  Gauthey,  "and  we  I 
would  have  it  right  itself.  Let  weakness  produce  | 
strengtli,  and  evil  engender  tlie  good." 

La  Rochefoucauld  said  to  the  same  effect,  "Weakneea^ 
is  the  only  defect  which  cannot  be  corrected."  Happily, 
nature  does  not  often  propose  to  ua  this  insoluble 
problem.  It  is  rare,  if  ever,  that  a  child  ia  absolutely 
deprived  of  the  germs  of  will.  If  he  has  not  enough  will 
to  oppose  hia  defects,  he  will    always   have    enough   of   it 


1  Rousaelot,  PMagoyie,  p.  203, 

«  Gauthey,  Be  V^daaOion,  II,  p.  2 
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to  acquire  certain  vu-tuea ;  for,  according  to  the  remark  J 
of  Bourdaloiie,  "it  costs  less  to  euricli  one's  self  with  j 
a  tliousand  virtues,  tlian  to  cure  one's  self  of  a,  single  i 
fault. " 


253.    Good  will.  —  It  would  be  of  no  account  to  train    , 
the  will   if  there  is  not  given  it  as   a   companion    a   love 
for  what  ia  good.     In  itself,  in  fact,  the  will  may  be  an   | 
instrument    of  vice    as   well    aa   an    inistrument    of  virtue.    , 
In  their  way,  great   criminals   give  proof    of    will-power. 
We  may  will  the  evil  aa  earnestly  as  the  good. 

It  ia,  then,  a  good  will  that  it  is  especially  important  to  t 
train  and  strengthen,  —  that  good  will  of  which  Kant  said  \ 
in  a  page  which  cannot  he  too  often  quoted ; 

"Of  all  that  it  is  poaaible  to  conceive  in  this  world,  and  e 
beyond  this  world,  there  is  hut  one  thing  that  can  be  regarded  as  1 
good  without  restriction,  and  this  is  a  good  will.  Tiitelligence, 
'  etration,  judgment,  and  all  the  qualities  of  mind ;  courage,  resolii-  ' 
tion,  and  perseverance,  or  qualities  of  temperament,  are  doubtless 
good  and  desirable  qualities  in  many  respects ;  but  these  gifts  of 
nature  may  be  extremely  bad  and  pernicioiitj,  when  the  will  which 
makes  use  of  them  and  which  constitutes  essentially  what  is  called 
character,  is  not  itself  good. 

"  A  good  will  does  not  derive  its  goodnesa  from  its  effects,  from 
I   its  results,  nor  from  its  aptitude  to  attain  such  or  such  a  proposed 
1    end ;  but  simply  from  willing,  —  that  is,  from  itself ;  and,  consid- 
ered in  iti^lf,  it  should   be   esteemed   incomparably  superior  to   I 

erything  that  can  be  done  by  it  to  the  adviintage  of  a 
inclinations,  or  even  of  all  the  inclinations  coinhiiied,     Were  \ 
,    adverse  fate  or  the  avarice  of  a  hard-hearted  nature  to  deprive 
'    Uiia  good  will  of  all  the  means  for  esecuting  its  designs ;  were 
I   Its  greatest  efforts  to  end   in   nothing,   and   were   it   to   remain 
L  nothing  besides  good  will,  it  would  still  shine  with  its  own 
I  tre  lite  a  pacious  atone,  for  it  derives  from  itself  all  its  own  J 
[TTOrth." 
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254.     IsirORTANCE    ve    tub  Will    is  Like.  — Good  will, 
energy  in  well-iloiog,  is  the  only  tliiug  wliich  gives  to  life  | 
its  value  ttud  its  diguity. 

"If  you  imagine,"  says  Mr,  Bloakio,  "that  you  are  to  ba  much  i 
helped  by  Leoktj  and  teasons,  speculations  and  learned  dispnt&- 
tionH,  iu  this  matter  you  are  altogether  mistaken.  Books  and 
discourses  may  indeed  awaken  and  arouse  you,  and  perhaps  hold 
up  the  sign  of  a  wiae  Anger-post,  to  prevent  yon  from  going  asb-ay 
at  the  first  stoii^  fant  tliey  cannot  move  yon  a  single  step  on  the 
road.    It  ia  your  own  legs  only  that  can  perform  tlie  journey;  it 

is  altogether  a  matter  of  doing You  must  have  a  compastt  J 

of  sure  direction,  in  yom'  own  aoul."  i 

In  other  terms,  man  must  find  in  himself  his  own  rnlel 
of  conduct  and  tlie  powers  oecessary  to  bring  him  intol 
conformity  with  it.  The  will  is  the  essential  agent  of  1 
virtue.  Moreover,  it  is  not  important  merely  for  mOTal-.] 
ity  of  life ;  it  ia  necessary  for  happiness  and  s 
Without  it  we  would  not  succeed  in  the  worki,  triumpliJ 
over  difficulties,  and  turn  circumstances  to  our  advantage. ^ 
In  aflaii's  great  or  small,  we  have  always  need  of  the  1 
will.  It  is  even  an  element  in  genius,  which  Buffon  de-  I 
fined  OS  "a  long  patience."  The  inventors  and  benefao-l 
tors  of  humanity  have  accomplished  their  work  only  at  the 
price  of  noble  efEorte  and  sturdy  perseverance.  Finally, 
at  all  steps  of  the  social  ladder,  the  will  is  the  basis  of  , 
the  essential  quality  of  inan,  —  character.  Character, 
fact,  is  less  the  sum  of  our  habits  and  tasr«s  than 
possession  of  a  wiU  that  is  strong,  enlightened,  just,  and'l 
good,  —  capable  of  coping  with  events ;  and  a  character  ^ 
thus   constituted   is  the   ideal    of  moral  education. 


CHAPTER     Xn. 


I 


I    THE   HIGHER    SENTIMENTS;    ESTHETIC   EDUCATION ; 
RELIGIOUS    EDUCATION. 

255.  The  HmtiER  Sentimehts.  —  Moral  edacation  would 
not  be  complete  if  it  contemplated  only  the  culture  of 
tile  affectionate  and  benevolent  etnotiona,  the  development 
trf  the  co^acie^ce,  and  tiie  progress  of  the  will  and  the 
moral  energy.  It  should  also  keep  in  view  the  culture  of 
the  higher  emotions  which  depend  equally  on  the  intelli- 
gence and  the  sensihilitiea,  and  in  which  are  mingled  both 
the  highest  conceptions  of  the  reason  and  the  noblest  cmo- 
tions  of  the  heart.  These  emotions  are  the  love  of  the 
true,  a  taste  for  the  beautiful,  the  love  of  the  good,  of 
which  we  have  already  spoken,  and  the  religious  senti- 
ment. 

256.  The  Love  op  the  True. — VERAcnr. — Under 
its  humblest  form,  the  love  of  the  true  is  the  horror  of 
falsehood ;  under  its  highest  form,  it  is  the  search  fur  the 
truth,  the  scientilic  instinct. 

Educators  have  oftfin  studied  the  means  of  promoting 
in  the  child  the  tendency  to  veracity,  which  Mr.  Bain  in- 
cludes, with  justice  and  benevolence,  among  the  three 
fundamental  virtues. 

The  first  and  the  best  thing  to  do  is  to  give  the  example 
<ot  the  most  Hcrupulous  veracity. 

Miss    Edgeworth   justly   condemns    the    ingenious   falsa- 
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boode    which    Rousseau    rei^onimeuds    to    the   teachers  of| 
children.      "  Sooner  or  later,"  she  says,  "children  discover 
that  they  are  deceived,  and  then  their  distruat  becomes  ia-A 
curable.     '  Honesty  is  the  best  policy,'  must  be  the  maxim 
in  education  aa  well  as  in   aU  the  other  affairs  of  life," 

But  example  is  not  sufficient ;    other  precautions  shoulcll 
be  added.     Rousseau  has  justly  said  that  we  should  nevei 
tempt  the  veracity  of  the  child,  and  question  him  on  whM 
he  has  an  interest  in  concealing  or  misrepresenting.     ^'Itfl 
is  better,"  says  Miss  Edgeworth,  ''to  suffer  the  loss  of  a>9 
broken  glass  than  to  put  the  child's  sincerity  to  a  test." 
If    through  misplaced  severity  we  provoke  a  child  to  die-  j 
semble   his    httle    faults,    we   may    fear  that,  once   havinjf  1 
entered  upon  this  course,  he  will  persevere  in  it,  and  coit.  I 
tract  the  habit  of  falsehood. 

On  the  other  hand,  wlien  the  child  has  freely  acknowb^ 
edged  his  remissness  and  blundering,  let  us  show 
that  we  are  satisfied  with  his  sincerity,  rather  than  pro«l 
voked  by  his  faults.  "The  pleasure  of  being  i 
and  of  deserving  compliments,"  says  Miss  Edgeworth, 
delicious  to  children." 

If,  on  the  contrary,  the  child  is  disposed  to  lie,  shovl 
him,  without  scolding  him  too  much,  that  the  resolt  of] 
his  dissimulation  is  the  loss  of  our  confidence. 


"A  good  means  of  correction,"  says  M.  Marion,  "is  to  mttkiBl 
it  appear  that  we  have  lens  faith  in  the  words  of  a  child  who  hso-  j 
been  caught  in  a  falsehood,  and  to  corroborate  what  he  alleges  J 
by  the  testimony  of  his  companions.  He  should  be  told,  !□  a  tone  J 
of  severity  and  sadness,  that  we  feel  under  the  painful  neoessitj^.] 
of  not  believing  what  he  says,  and  on  the  contrary  should  impow  J 
implicit  confidence  in  those  of  his  companions  who  have  i 
told  a  falsehood. 


1  Fraclkat  Edacatioti,  Cliap.  VIII. 
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"The  habit  of  falsehood  must  be  very  inveterate,  il  it  resist  a 
atment  of  this  sort  judiciously  employed."  > 

1  other  terms,  education  in  veracity  will  employ  as  in- 
iltrumenta  the  other  emotions  of  the  child :  first,  his  vivid 
detiire  to  be  lored  and  esteemed  by  his  parents  and  teach- 
ers, and  to  possess  their  confidence ;  later,  the  feeling  of 
personal  dignity  which  lying  abases. 

257.    The  Seabch  for  Tedth.  —  But  this  speaking  the 

truth  which  we  know  is  not  all ;  it  is  also  neeeasary  to 
search  for  truth  which  we  do  not  know.  Education  has  no 
more  serious  mission  than  to  inculcate  love  of  truth  and 
to  wage  war  on  credulity  and  error.  It  will  be  assisted 
in  this  task  by  the  child's  natural  curiosity,  which,  once 
excited,  aspires  to  know  everything  and  to  comprehend 
everything.  It  is  certainly  not  proposed  to  satisfy  this 
curiosity  in  all  respects,  especially  in  the  primary  school ; 
but  if  the  child  cannot  know  all  that  is  true,  at  least  he 
should  be  taught  nothiug  which  is  false. 

Education  ought  more  and  more  to  indoctrinate  children 
with  the  scientific  spirit,  and  should  offer  to  their  belief, 
not  illusions  wtiich  please  them,  but  truths  which  instruct 
them.  Then  let  us  habituate  the  child  to  accept  only 
opinions  which  he  within  the  compass  of  his  thought,  and 
which  he  can  verify  for  himself.  Without  wishing  to  exer- 
■lOise   his  critical  spirit  prematurely,  let  ua  require  him  to 

press  an  opinion  only  in  earnest  and  after  reflection- 
Doubtless  it  is  not  proposed  to  make  of  him  a  little  Car- 
teetao,  who  believes  nothing  which  he  cannot  prove ;  bnt 
far  as  possible  let  us  appeal  to  his  reason.  The 
b>1easuie  which  naturally  accompanies  the  attainment  of 
nith   will   gradually   turn  him  aside  from  blind  and  irra* 

1  M.  Marion,  Legona  de  payi^hologie,  p.  196. 
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tional  opinions.  He  will  come  to  love  the  truth  for  truth's  J 
Bake ;  will  ac<inire  a  taste  for  knowledge ;  will  feel  the  I 
Deed  of  personal  research,  and  will  taste  the  pleasure  of  ■ 
discovery.  I 

258.  Love  of  the  Beautiful. — We  need  not  Btop  I 
here  to  give  an  exact  and  rigorona  definition  of  the  beauti-  ■ 
ful.  We  leave  this  task  to  the  teachers  of  iestbeticB.  For  1 
our  present  purpose  beauty  is  defined  chiefly  by  the  feel-  I 
ings  which  it  excites  in  the  mind,  by  the  charm  throwa  I 
about  us  by  the  productions  of  nature  and  the  worka  of  J 
arti  by  the  admiration  with  which  tbey  fill  us.  I 

That  the  little  child  is  sensible  of  the  beantiful  is  a  I 
fact  which  cannot  be  disputed.  Certain  animals  even  seem  I 
to  have  some  vague  feeling  of  beauty.  M.  P<5rez  proves  1 
by  numerous  examples  that  even  before  the  third  year  the  I 
musical  instinct  and  the  instinct  of  visual  beauty  are  de-  1 
veloped  and  manifested.  In  his  affeotion  for  animals,  in 
his  preferences  for  certain  persons,  and  in  his  taste  for  j 
pictures,  the  child  already  proves  that  he  distinguishes  J 
confusedly  between  what  is  beautiful  and  what  is  ugly.  I 
A  pretty  toy,  an  agreeable  face,  a  brilliant  flower,  attract  I 
hhn  and  please  him.  ' 

259.  Esthetic  Education.  — A  complete  education  can- 
not leave  these  natural  dispositions  uncultivated.  It  J 
should  develop  them  for  their  own  sake,  simply  because  J 
they  form  a  part  of  our  nature,  which  would  be  mutilated  I 
if  tljey  were  allowed  to  perish ;  and  it  should  develop  and  I 
cultivate  them  for  the  further  reason  that,  if  well-directed,  il 
they  may  have  a  happy  influence  upon  moral  education.    I 

A  place  must  theu  be  made  for  what  might  be  called.* 
(esthetic  education.  In  its  widest  extent  this  educatioafl 
would  comprise  an  appreciation  of  all  the  beauties  of  ntbj 


^L     (esthetic  eo 
^H     would  con 
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1  and  art,  literary  taste,  the  eujoyment  of  music, 
knowledge  of  the  plastic  arts,  and  also  the  various  talenW^ 
which  permit  us  not  only  to  feel  the  beauty  there  is  io 
the  works  of  others,  but  to  realize  it  in  works  of  our 
own.  We  are  not  concerned  here  with  that  special  culture 
which  makes  critics,  artists,  and  poets ;  but,  considered  simply 
as  an  element  in  general  education,  in  view  of  assuring 
the  happiness  and  relative  perfeetiou  of  the  human  being, 
esthetic  education  is  still  important ;  and  it  is  to  be  regretted 
that  in  modern  society  it  has  not  yet  obtained  the  credit 
which  it  enjoyed  among  the  ancients. 

260.  iEsTHETic  Eddcation  among  the  Ancients. — For 
making  men  moral,  the  ancients,  particularly  the  Greeks, 
counted  upon  art  even  more  than  religion.  At  Athens, 
moral  education  was  above  all  an  Ksthetic  education. 
Plato  thought  that  the  soul  ascends  to  the  good  through 
the  beautiful.  "Beautiful  and  good  "  are  two  words  con- 
stantly associated  by  the  Greeks. 

"  We  ought,"  says  Plato,  "  to  seek  artists  who  by  the  power  of  ' 
genius  can  traj^e  out  the  nature  of  tKe  fnir  and  the  graceful,  that 
our  young  men,  dwelling  as  it  were  in  a  healtliful  region,  may  J 
drink  in  good  froin  every  quarter,  whence  any  emanation  froittB 
noble  works  may  strike  npoii  tlieir  eye  or  ear,  like  a  gale  wafting^ 
health  from  salubrious  lands,  and  win  tlieni  imperceptibly  fromj 
their  earliest  years  into  resemblance,  love,  and  harmony  with  the4 
true  beauty  of  reason. 

"Is  it  not,  then,  on  these  accounts  that  we  attach  such  supremaj 
importance  to  a  musical  education,  because  rhythm  and  harmony« 
sink  most  deeply  into  the  recesses  of  the  soul,  bringing  gracef  ' 
nesB  in  their  train,  and  making  a  man  graceful  if  he  be  rightim 
nurtured, — but  if  not,  the  reverse,  — -and  also  because  he  that  h 
been  duly  nurtured  therein  will  Lave  the  keenest  eye  for  defects,.  1 
whether  in  the  failui'es  of  art  or  in  the  misgrowths  of  nature,  and, 
feeliug  a  most  just  disdaiti  for  them,  will  conu&i£a&  \^3^-&N£k 
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objects,  gladly  receiye  them  into  his  soul,  feed  upon  them,  t 
grow  to  be  noble  and  good;  whereas  he  will  rightly  conaure  an^ 
hftte  all  repulsive  objents,  even  in  his  childhood,  before  he  is  ablv 
to  bo  reasoned  with ;  and  when  reason  comes,  he  will  welcome  her 
moat  cordially  who  can  recognize  her  by  inotinet  of  relationship  J 
and  because  he  has  been  thus  nurtured?  "  ^ 

What  Plato  designates  music  would  be  called  to-day  art] 
In  general;  and  in  his  view  art  is,  so  to  speak,  a  ladder  <rfl 
virtue,  a  preparation  for  the  life  of  the  reason. 

The  ancients  were  always  inclined  not  to  isolate  moral-  ^ 
ity,  but  to  confound  it,  now  with  tbe  search  for  the  trne, 
and  now  with  the  love  of  the  good.      While  Socrates    af- 
firmed  that   the   good    and  the  true  are  the  same  tfaing^i. 
the  Stoics  proclaimed  the  identity  of  beauty  and  Tirtae.  i 

261.    The  Akts  and  Mokai.9.  —  In  fact,  there  are  inti-^ 

mate  relations  between  the  arts  and  morals. 

"  Art  should  be  iaught  a  chUd,"  says  M.  Marion,   "  because  it 
has  an  incomparable  educating  power.     The  beaulifiU  is  essentially   ^ 
order  and   harmony.     From  the  imagination  and  the  mind,   that  J 
order  and  harmony  pass  into  the  heart  and  soon  manifest  them^  J 
selves  ontwardly  by  elegance  and  grace ;  a  just  proportion  is  ob-  1 
served  in  the  movements,  and  finally  it  reappears  in  the  acts. 
Good  taste  easily  takes  the  form  of  seU-respeot.     Is  it  not  a  com- 
monplace to  say  that  art  softens   public  and  private   manners?    | 
There  are  faults  and  moral  tendencies,  the  idea  of  which  a  mind    ' 
accustomed    to  hve  in  companionship  with  the    beautiful 
neither  conceive  nor  abide."  ^ 


Evil,  in  fact,  is  an  ngly  thing;  and  the  delicacy  of  a  J 
Boul  sensitive  to  beauty  is  offended  at  it  and  spurns  it.  J 
And  if  we  moke  a  minute  study  of  the  different  beauties  | 

1  RepuUk,  pp.  401, 402. 

"  M.  Marion,  ieyons  dfi  pfjchologie,  p.  200. 
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wbieh  art  and  nature  have  contrived  for  charming  and 
eouobling  life,  the  moral  influence  of  tlie  heautiful  appears 
fltm  more  striking.  The  spectacles  of  nature  lallay  the 
passions  and  envelop  us  in  their  purity  and  innocence. 
The  plastic  arts  at  the  very  least  reveal  and  communicate 
to  us  the  grace  and  elegance  of  the  bodily  movements. 
Music,  the  most  impressive  uf  the  arts,  to  which  the  ancients 
attributed  a  preponderant  part  in  moral  education,  trans- 
mits to  the  soul  a  certain  contagion  of  order  and  har- 
mony. Finally,  poetry  exalts  and  enchants  us  by  its 
more  formal  inspirations ;  it  moves  na  with  admiration  foi 
all  the  beautiful  deeds  which  it  celebrates,  and  which  it 
proposes  as  models  to  the  enthusiasm  that  it  escites 
within  us. 

262.  The  Arts  as  a  Soubce  of  Pleasure.  —  The  arts 
are  not  merely  an  element  of  moral  culture,  but  deserve 
to  be  recommended  also  as  the  source  of  some  of  the 
sweetest,  keenest,  and  also  the  most  elevated  emotions 
which  human  nature  can  enjoy.  It  is  not  possible  to  cut 
off  man  from  pleasure  ;  so  let  us  try  to  have  him  seek  it 
and  find  it  in  the  pure  enjoyments  of  art. 

"We  should  recognize  in  the  art  emotions,"  sajB  Mr.  Bain,  "a 
means  of  pleasure  as  .such,  a  pure  hedonic  factor;  in  which 
capacity  they  are  a  final  end.  Their  function  in  intellectual 
education  is  the  fuuctiou  of  all  pleasure  when  not  too  great; 
namely,  to  cheer,  refresh,  and  encourage  ua  in  our  work." ' 

The  artistic  pleasures,  in  fact,  have  no  disturbing  or 
corrupting  effect;  they  calm  and  pacify  the  soul.  Far 
from  turning  it  aside  from  serious  studies,  they  incline  it 
towards  them ;  they  compromise  neither  the  delicacy  of 
the  emotions  nor  the   strength    of   the   reason.     They  oc- 

'  Education  aa  a  Science,  pp,  BB,  91 
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enpy,  better  thsa  adj   other  diversion  can,  oar  boon  niM 

[eisore,    tlie  inteirals  of  active   life ;    and  wheD  we   teare  j 

tbem.  we   resume  without  effort  and  without   disturbance  ] 

the  laliore  and  obligations  of  our  profession  or  trade.     To  1 
those  who  might  be  temptetl  to  deny  the  moral  influence 
of  art.  and  nbo  might  not  comprehend  what  power  it  bas 

to    parify    and    enoobte  the  soul,   we  would  reply  further  I 

that  the  satbetic  seDtiments  are  good  in  themselves ;  that  ] 

they    bring    us   exquisite,    salutary,    and   wholesome   joys;  ] 
and    that  they   are  also  good   because    they   replace  other 
'  emotions,  and  are  substitutes   for  inferior    pleasures    of  a 

purely    material    order,   where  morals    are    destroyed    and  I 

the  heart  debased.     "If  we  regard  education  as  a  means  J 

of   making    men  happy,"  siivs  Mr.  Bain,  "it  ought  oer-  J 

tainly  to  comprise  a  knowledge  of  the  arts."  I 

263.     Tkhtimont    op    Stdaht  Mili..  —  In    general,    the 
most  scientific  miuds,  those  most  enamored  of  the  truth,    ' 
do  not  remain  insensible  to  the  charm  of  the  arts.     Thus,    ] 
I   bis  Memoirs,   Stuart  Mill  relates  that  bis  early  educa-   I 
tion,  under  the  direction  of    an  austere    father,  had  been 
intjrely   devoted   to  abstract    reflection,    to    \ogic,  and    to    1 
Hcieuce.       At    three    years   of    age    he    knew   Greek ;    at 
twelve,  he  was  a  logician  ;    at  thirteen,  he  learned  the  in- 
tegral calculus.     What  resulted  from  this  exclusively  intet 
leetual  education,  from  this  inordinate  instruction?    During  1 
his  years  of  adolescence  he  was  seized  with  a    profound  J 
BfttlneHB,  a  real  disgust  for  life.      At  the   age    of    twenty  1 
he    was  beset  each  day  for  a  winter  by  a  wish  to  drown  1 
himself.     But  a  book  of  poems  fell  into  his   hands ;    he  A 
formed  a  taste  for  music;  and  he  was  saved,  consoled  by  J 
emotion.       He   then    com [irch ended  the  importance  of   theij 
first  emotions  and  sentiments  which  attach  us  to  life,  b^M 
embcUishing  it  with  their  charms.  ^■I 
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TuE  Akts  in  the  Common  Scuool.  —  As  yet  the 
Bjuls  have  had  too  little  influence  upon  popular   education. 
I'The  child  has  so  little  time  to  devote  to  his  instruction ; 
!  must  in  five  or  sis  years  learu  bo  many  things  for  im- 
mediate   uae,  must  acquire  ao  luoch  practical   knowledge, 
t  we  hesitate  to  impose  on  bim  this  new  hm-deu  which 
I   comes  from  even  an  elementary  study  of  the  arts. 

And  yet "  it  is  very  desirable  that  popular  education 
Bhould  not  be  exclusively  subordinate  to  tlje  pursuit  of 
material  interests,  and  that  there  should  Ije  reserved  a 
place,  the  widest  possible,  for  the  disinterested  culture  of 
taste  and  the  sentiment  of  the  beautiful. 

"Would  not  tiie  laboring  man,"  aajH  M.  Eavaisson  eloquently, 
"upon  whom  hard  necBsaity  imposes  so  heavy  a  weight,  find  the 
beat  alleviation  for  his  hard  condition,  if  his  eyes  were  opened  to 
what  Leonardo  da  Vinci  calls  la  beUezM  del  montlo;  if  he  also 
were  thus  called  to  enjoy  the  sight  of  those  graces  which  we  see 
scattered  over  this  vast  world,  and  which,  made  seusible  to  the 
heart,  according  to  Paacal'a  expreasion,  aoothe  more  than  anything 
else  his  sadness,  and  more  than  anything  else  give  him  the  pre- 
sentiment and  the  foretaste  of  a  better  destiny?" 


Love  for  the  BEAiTrirrL,  how  CuLTrvATEo. — 
|Trom  the  child's  earliest  years  he  should  be  accustomed 
ito  inhale,  ao  to  speak,  the  beauties  which  snrronud  him. 
the  country,  where  works  of  art  are  laclring,  the 
Ipretty,  beautiful,  or  sublime  things  presented  by  the  spec- 
tacle of  natni-e  will  suffice  for  this  primai-y  education  in 
sesthetics.  Later,  the  fleld-laborer  will  feel  sustained  in 
his  rude  toil  by  the  love  with  which  he  has  been  inspired 
for  rural  beauty. 

"Very  early  the  child  should  be  made  sensible  to  the  beauties 
lot  trees,  flowei-g,  birds,  insects,  and  all  those  marvels  which  he 
Lperhaps   pass   by  without  seeing;    he  mi^.  be.  led  t?^ 
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the    pure  source   of    the    diBiuterested    enjoyments   of  s 

"For  the  langnage  of  the  i  in  agination,"  said  Madame  Neokw  I 
de  Sanssure  to  the  aame  effect, "  the  first  vocabulary  is  to  be  foui 
in  nature." 

Says  Herder  also,  "It  is  a  proof  of  the  profonnd  barharism  ia  I 
which  we  bring  up  our  children,  that  we  neglect  to  give  them,  1 
from  their  earliest  years,  a  profound  impressiou  of  the  beauty,  J 
harmony,  and  variety  which  our  earth  presents." ' 

266.    Indirect  Means. — ^At  school  even  the  decoration 
of  the  claBB-room,  the  simple  ornaments  with  which  it  ia 
embellished,  the   pictures  which  adore  its  walls,  and  the 
illnstrations   in  the   text-books,  will   be    so   many   indirect  J 
means  for  preparing  the  child  to  enjoy  whatever  is  beauti--r 
fill.     It  is   not  possible  to  expect  that  the  child  in  ourf 
school    shall    live,    like    the   little    Athenian,  among    tin 
masterpieces  of  art,  and,  so  to  speak,  in  the  midst   of  i 
world  of  statues.     At  least,  so  far  as  possible,  he  shouliSJ 
be  surrounded   by  objects  which  do  not   shock  his  taste;, 
and  even  in  his  toys  everything  that  is  ugly  or  repulsive,, 
everything   that  is   of  a  nature  to    produce    bad  habits  ot-% 
hearing  and  seeing,  should  be  avoided.*     The  treasures   of  1 
art   should   also  be  opened  to  him  by  visits  to  mnseums 
and  libraries. 

1  MUe.  Chalamet,  I'Ecole  maienteOe,  p.  150. 

'^  Herder,  I(Ues,  n.,  Chap.  IV. 

'  An  elegftnt  and.  judioiou.'!  wriWr,  M.  Rigault,  strongly  insistK  I 
on  the  disadvantages  presented  by  the  first  playthings  If  tliey  chanoB  I 
to  be  ugly. 

"Why  is  it  that  almost  always  there  is  made  o(  the  rattJe,  Ot'm 
that  old  man  in  metal  which  is  the  first  plaything  of  the  child,  ^M 
deformed  creature,  hump-backed,  with  inordinate  mouth  and  ahooked(l 
nose  reaching  to  the  chin  1  The  first  imitation  of  i 
strikes  the  eyes  of  the  child  is  the  figure  of  a  monster.    He  is  intn 


THE   mOHER   SENTIMENTS. 


267.  Sfeciai.  Exekctses. — But  to  tbese  indirect  meana 
there  must  be  added  special  exercises.  These  stadies, 
however,  shoidd  remain  very  elementary. 

"The  school,"  sajs  M.  Bendu,  "ought  to  make  neither  raeohan- 
ist^  agriculturists,  survejoni,  nor  gyinnaats;  and  no  more  should  j 
it  make  irmsicians.    The  school  initiates  the  child  into  the  soiei 
he  will  need  when  he  becomes  a  man  ;  it  makes  a  rough  draft,  bat  I 
does  not  complete  the  picture,"  i 

M.  Kavaisson,  in  the  remarkable  article  to  which  we  | 
have  already  referred,  gives  his  preference  to  drawing, 
and  to  the  drawing  of  the  hiunan  tigure.  But  perhaps  for 
the  pupils  of  the  common  school,  for  the  workmen  of  the  ] 
future,  ornamental  and  geometrical  drawing  may  be  more 
useful,  and  may  prepare  them  better  for  the  vocations 
which  will  occupy  their  Uvea. 


268.    CciTUEK    OF  THE  Taste. — An  elementary  educa- 
tion  in  seathetica  ought  to  develop  the  taste,  rather  than  I 
talent   for   eseeution ;  not  that  refined   and    purely   critical  | 
taate,  which  simply  spies  out  defects  in  works  of  art,  and  | 
which  is  of  advantage  only  to  specialists ;    bnt  that  cath-  ' 
olic   and  beneficent    taste  which  borders    on    enthusiasm, 
which  is  interested  in   all  forms  of  beauty,  which  is  dis- 
played not  merely  in  the  appreciation  of  literary  quahties, 
but  in  the  enjoyment  of  all  the  arts. 

duced  Ml  art  tlirougli  this  medium  ot  the  ugly.  But  this  ia  not  all; 
tlie  body  ot  thiH  kaock-kneed,  hump-backed  (ellow  is  provided  wilt  , 
a  shrill  whistle,  the  sound  of  which  tortures  the  nascent  bearing  ot.  J 
the  child.  This  ia  intended,  it  is  said,  to  divert  him.  Here  ii 
first  idea  given  to  him  of  music, —  hia  entrance  on  life  is  greeted  by  1 
a  false  note.  T  am  perGuaded  that  each  year  in  our  country  tiie  1 
education  of  the  child  by  this  wretched  toy  destroys  in  germ  a  host 
of  painters  and  mnsioians."  ((Euiirei  eompl^ten,  IV.  p.  276.) 
1  Manuel  de  /'ense^nemenl  prinuiire. 
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"Only  a  few  are  artists,"  says  Mr.  Bain,  "  and  the  rest  enjoy  the 
■works  produced  by  these Without  being  able  to  perform, 

nay  acquire  a  taste  for  music  by  listening  to  perfonnancea. 

.  The  group  of  arts  addressed  to  the  eye,  — painting,  design, 
iBCoJpture,  architectjire,  —  are  the  enjoyment  of  many;  but  their 
I  production  is  ooafiued  to  a  few.  .  .  .  E^ery  literary  teacher  cor 
Ittibutes  to  the  poetic  taste,  both  aa  enjoyinent  and  as  disoriinint 

WithoDt  doubt  it  is  literary  and  poetic  taste  that  it  i 

easiest  to  develop,  because,   first,  the  tnasterpieeea  in  this 

I  line  are  more  uumerous  than  in  any  other,  and  tliea  for 

»  tiie    reason    that    models    of  literary    art  are    within    the 

reach  of  all,  and  it  is  not  necessary,  in  order  to  enjoy 

them,  to  force  the  doors  of  a  i 


69.    Art  as  a  Morai.i7,er.  —  We  cannot    repeat    too 
|. often  that  ipsthetic  cnltnre  concerns  ns  less  as  a  disinter- 
I  ested  education  of  the  artistic  faculties  tiian  as  an  ally  in 
moral   education.     Tt  is  this  function  of  art  which  a  con- 
temporary moralist   has  placed  in  sharp  relief  in  the  fol- 
lowing extract : 

"  We  know  the  system  of  those  fathers,  mothers,  and  teachers 
who  imagine  that   in   education  scoldings   alone   are   efficacious, 
and  that  we  form  and  mould  the  soul  only  by  the  u 
I   Ja  this  »ort  of  instruction,  or  rather  regime,  if  the  n 
a  nature  not  to  be  easily  swallowed,  it  is  thought  best  to  resort 
to  a  wholesome  deception;  the  remedy  is  diluted  in   a  fable,  s 
.    that  the   patieut   may  take  it  without  suspecting  what  it  is,  i 
I  imitation  of  tliat  physician  of  antiquity,  who,  not  able  to  mab 
I.  hiB  patient  take  a  bitter  lierb,  bethought  himself  to  have  a  goat    I 
on  it,  BO  that  tiie  milk,  thus  impregnated  with  the  medicinal 
virtue,  might  restore  the  deceived  invalid  to  health.    In  this  way  A 
a  thousand  sly  and  insidiona  ways  are  taken  to  infuse  the  precepts  I 


r 


THE   IIIGIIEH   SENTIMENTS.  257 


of  morality.  la  not  thin  to  say  in  efffict  tliat  honesty  is  a  frightful 
and  disagreeable  thing,  which  must  be  peraiatently  sweetened  and 
adulterated  in  order  to  make  it  palatable?  Even  supposing  this 
education  to  be  good,  ia  it  the  only  one?  Is  it  not  likely  that 
children  will  be  more  profited  by  living  with  an  honorable  man 
who  liven  nobly,  who  expresses  only  noble  sentiments,  who  by  hia 
diaoourse  and  his  esample  sproada  around  him  a  beneficent  in- 
fluence, without  ever  resorting  to  the  language  of  tba  moralities} 
It  may  be  aaid  that  in  society  art  resemblea  a  noble  man.  If  it 
IB  what  it  ought  to  he,  if  it  is  grand  and  pure  aud  delicate,  it 
iuatructa  and  pvirifies  by  its  \'ery  delicacy,  it  teaches  by  its  very 
pteaence."  ' 

270.  KxcEssEH  TO  BE  Avoided.  — But  whatever  naay 
be  said  of  the  educative  virtue  of  art,  we  luuet  neverthe- 
leea  be  on  our  guard  against  c3:aggeratioD,  and  oppose 
tbose  who  aay  that  beauty  is  the  secret  of  education,  just 
as  beauty  is  the  secret  of  the  universe.  No;  unfortu- 
nately, the  real  education  of  man  cannot  be  content  with 
the  gracious  and  vague  inspiratious  of  art ;  the  child  can- 
not thi'ive  on  hymns  and  Bonneta,  in  hytiinia  et  canttcis; 
we  might  just  aa  well  say  that  he  ought  to  be  brought 
ap  in  games  and  a  perpetual  recreation,  j^sthetic  pleas- 
ures may  indeed  be  piu*  and  elevated  pleasures,  but 
after  all  they  are  but  pleasures ;  they  share  the  nature  of 
emotions,  and  the  emotions  cannot  be  the  rule  of  life. 

The  abuse  of  the  KBthetic  emotions  enervates  and  en- 
feebles the  soul,  and  makes  minds  so  extremely  delicate 
as  to  be  nnable  to  confront  with  courage  the  unpleasant 
things  of  real  life.  "The  delicate  are  unhappy,"  said  La 
Fontaine ;  and  he  meant  by  this  that  tiie  delicate  have 
not  force  enough  to  resist  the  trials  of  life,  to  surmount 
ite  difficulties  and  obstacles.     Let  ua  plant  in  the  heart  a 
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noble  agpinttion  after  the  ide.il ;  but  let  us  not  Img^ 
that  life  is  made  up  of  realities,  that  existence  does  not  at  I 
all  resemble  a  pleasing  poem,  interspersed  with  songs,  ia  I 
which  we  have  but  to  follow  the  seducing  lead  of  the  I 
pleasures  of  taste.  There  are  efforts  to  make,  struggles  J 
to  sustain,  miseries  to  flglit ;  and  to  prepare  man  for  the  I 
combats  of  life  there  must  be  a  virik'  appreutieeship ;  we  I 
must  develop  the  reason  still  more  than  tlie  imagination,  I 
and  must  cultivate  science  more  than  art  and  poetry. 

271.  The  Beligious  Sentiment.  —  Whatever  may  be  1 
the  importance  of  the  religious  sentimeut  in  life,  we  shall  I 
make  but  brief  mention  of  it  here,  since  this  sentiment  is  | 
espeeiaUy  connected  with  doctrines  and  •confessional  be- 
liefs, with  which  the  philosophy  of  education  cannot  I 
cone  era  itself. 

Wlile  in  England  and  elsewhere,  "  the  schoolmaster  of  j 
the  primary  school  ia  expected  to  he  an  instructor  i 
ligion,  both  in  its  own  proper  character  and  as  a  support  I 
of  the  highest  morality,"  we  have  in  France  preferred  toil 
separate  the  school  from  the  church,  and  to  leave  to  tbpf 
ministers  of  the  different  sects  the  duty  of  catechizin|rl 
children. 

la  this  saying  that  everything  relating  to  religions  edil-J 
cation  ought  to  be  discarded  from  iostruetion  proper*^ 
Certainly  not.  Apart  from  forms  and  rites  and  particu-j 
lar  dogmas,  there  is  a  natural  aspiration  of  man  towardsl 
religion,  —  that  is,  according  to  the  definition  which  M,.l 
Marion  gives  of  it,  "  towards  a  body  of  beliefs  whicli  I 
surpass  positive  knowledge,  and  which  relate  to  man's  I 
place  in  nature,  as  well  as  to  his  destiny."  ^ 

In  our  opinion  the  part  of  tlie  educator  will  be  mainly  1 
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negative  in  such  cases ;  I  mean  tliat  be  ought  scrupulously 
to  respect  all  the  beliefs  of  the  child,  and  to  say  noth- 
ing and  do  nothing  which  may  wound  the  religious 
feeHnga  which  have  been  inculcated  in  him  by  his  parents 
or  his  ecclesiastical  teachers.  But  must  anything  beyond 
this  be  done  ?  Must  the  instructor  depart  from  this  atti- 
tude of  deference  and  respect,  to  intervene  directly  and 
actively  in  the  culture  of  the  religious  sentiment? 
Many  great  and  good  men  do  not  hesitate  to  reply  in 
the  affirmative . 

272.  Religious  Eddcation  in  tue  Common  Schools.  — 
M-  Paul  Janet  has  clearly  defined  the  proper  sphere  of  relig- 
ious education  in  moral  instruction.     He  speaks  as  follows  : 

"The  natural  coronation  of  moral  instruction  in  the  common 
school  will  be  the  knowledge  of  God.  Children  will  he  taught 
that  life  has  a  serious  purpose,  tliat  men  are  not  the  product  of 
chance,  that  a  wise  thought  watches  over  the  universe,  and  that 
a  vigilant  eye  penetrates  all  hearts. 

It  will  pertain  to  the  particular  sects  to  teach  and  prescribe 
ngular  exercises  in  traditional  form.  Special  eSort  will  be  made 
to  awaken  in  souls  the  religious  sentiment ;  they  will  be  made  to 
comprehend  that  the  feeling  and  thought  of  God  may  be  asso-  . 
ciated  with  all  the  acts  of  hfe,  and  that  every  action  may  be  at 
the  eame  time  moral  and  religions,  bo  far  as  it  is  the  aecompliah- 
ment  of  the  will  of  Providence.  Qui  travaitle  prie,  says  the  proverb. 
A  hfe  which  strives  to  preserve  itseif  pure  and  virtuous  is  a  con- 
tinual prayer.  As  to  stated  prayer  in  a  particular  form,  it  ia 
within  the  domain  of  positive  religion.  It  seems  to  us  that  this 
way  of  interpreting  one's  duties  towards  God  can  offend  no  one, 
for  the  state  does  not  undertake  to  assert  tiiat  a  purely  subjective 
piety  is  sufficient,  and  it  leaves  the  different  sects  to  show  that 
it  is  not.  Those  who  think  in  this  way  will  feel  only  the  more 
anthorized  to  require  parents  to  complete  the  religions  education 
of  their  children  by  the  instruction  of  the  church,"  • 


>  Eapport,  a  la  Bi 


n  permanent  du  Consell  Snpdrienr,  20  juin,  18B2. 
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273.  Morals  and  Religion.  — In  speaking  thus,  M.  I 
Janet  is  inapired  by  some  of  the  greatest  masterB  of  I 
modern  pedagogy,  especially  by  Eouaseaii    aud  Kant.  I 

For  Kant,  morals  and  religion  are  inseparable ;  and  J 
between  them  are  intimate  relations.  But  the  GermaQfl 
philosopher  understands  these  relations  as  foUons  :  "  In  ]uaM 
view,  morals  is  the  base  and  source  of  religion ;  it  is  re-  I 
ligion  which  is  the  consequence  of  morals.  It  is  because  % 
one  first  believes  in  duty  imperiously  revealed  by  con-  I 
science,  that  he  afterwards  rises  to  the  conception  of-l 
God  and  to  the  hope  of  an  immortal  destiny."  '■  I 

"Religion,"  he  aays,  "is  the  law  which  rcBides  within  as,  ao  £w  1 
as  it  derives  its  authority  from  a  supreme  legialator  and  judge;  U    ' 
is  morals  applied  to  the  knowledge  of  God.    When  religion  is  not 
nnited  to  morality,  it  is  uo  more  than  a  manner  of  soliciting  the 
favor  of  heaven.     Songs,  prayer,  attendance  at  church,  ought  to 
aerrs  only  to  give  man  new  streugth  and  new  courage  to  work  for  J 
his  amelioration ;   they  should  be  hut  the  expression  of  a  heart  I 
animated  by  the  idea  of  duty.    They  are  but  preparations  for  good  J 
works,  but  not  themselves  good  works,  and  one  cannot  please  Godfl 
except  by  becoming  better.  .  .  .  Tlie  beginning  must  not  be  madsB 
in  theology.    Religion  which  is  founded  solely  on  theology  has  no  J 
moral  element.     It  will  embody  no  feelings  save  the  fear  oC  | 
punishment  on  the  one  hand  and  on  tlie  other  the  hope  of  reward,     I 
that  which  wUl  produce  only  a  superstitious  creed.    Morality  must 
then   precede   and   tjieology  foUow ;    and  this   is  what  is  called 
religion."  | 

In  other  terms,  God  ought  to  appear  in  the  conscioaB-^l 
nees  only  behind  duty.  From  the  idea  of  law  we  rise  tol 
the  idea  of  the  lawgiver.  The  reproaehes  of  the  con-  1 
science  are  as  the  ambassadors  of  God  in  our  soul. 

However  dilBcult  the  course  we  have  just  indicated  may  j 
be  for  the  intelligence  of  the  child,  we  are  convinced  that  I 

'  Kant,  miagogie,  p.  243.  I 
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it  is  the  only  one  which  is  admissible  in  lay  teaching,  in 
universal  instruction.  Let  us  not  introduce  the  child  into 
religious  controversies ;  let  us  be  temperate  on  all  those 
questions  which  divide  men,  and  in  which  absolute  clear- 
ness has  not  been  attained.  Religion  is  nothing  if  it  is  but 
a  series  of  formulas  learned  by  heart  and  imposed  by  force. 
Let  us  respect  the  liberty  of  the  child,  let  us  in  no  re- 
spect restrain  his  soaring  towards  the  ideal,  towards  the 
infinite;  but  let  us  not  constrain  him  by  obliging  him  to 
believe  what  he  does  not  comprehend.  Let  us  aim  chiefly 
at  morals ;  let  us  build  moral  principles  on  such  solid 
foundations  that  in  a  crisis  which  might  carry  away  re- 
ligious beliefs,  the  belief  in  duty  would  not  disappear 
with  tMem. 
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274.  Practical  Pedagogy. — Practical  pedagogy  is  hut 
the  application  of  the  general  rules  eBtablished  in  theo- 
retical pedagogy.  After  haring  stuilieil  tlie  different  faoal- 
ties  by  themselves,  both  in  their  natural  dovelopmeiit  and  in 
their  school  ti'iLijiiiig,  it  is  proposed  to  examine  liy  the  light 
of  these  establiebed  principles  the  different  parts  of  the 
course  of  study  and  the  principal  questions  of  discipline. 
In  other  tenns,  from  tbe  subject  of  education,  the  child, 
we  now  pass  to  the  object  of  education;  tbat  is,  to  the 
methods  of  teachiug  and  to  the  rules  of  school  adminis- 
batioD. 

275.  Method  in  Gknishal.^  Method  in  geneml  is  the  i 
order  which  we  voluntarily  introduce  into  om'  thoughts, 
our  acts,  and  our  undertaldnga.'  To  act  methoilically 
is  tlie  couti'ary  of  acting  thoughtleaaly,  inconsiderately, 
without  coutiniiity  and  without  plan.  Port  Royal  justly  \ 
defined  nietliod  as  "  the  art  of  rightly  arranging  a  aeries 
of  several   thougfitB," 

Understood  in  this  lilieral  aenae,  method  is  applicable  to 


^  H.  Ronsselcit  defines  method  as  the  straiglitest  and  suroEt  roat«  I 
i  for  tht  dUcovery  of  trvitb,  or  for  tlfo  conimimlciition  of  it  when  it    ; 
I  ^een  discovered.      Tliia  definition   is   nut  satisfactory,  because 
t  mni1«  the  element  which  is  absolutely  Essential   to  the  inoaniTig 
d  the  woid.    Metliod  iiiiplisB  calculation,  reflection,  will. 
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I    all   the   parts   of   education    as    to  all  the  DDdertakings  of  J 

luan.     The  flrst  duty   of   a   teacher   is,  not  to   proceed   at  \ 

random,  not  to  count  upon  the  iuspiratiou  of  the  moment  j 

I   and    upon    the   good   fortune    of    improvised    effort,   but. I 

I  always  to  be  guided  by  principles  dehberately  chosen,  ao-  I 

I   cording  to  fixed  rules  and  in  a  premeditated  order.     The  I 

lack  of  mettiod  is  the  ruin  of  education.     There  is  noth-J 

ing  to   be  expected  from  a  discipline   which   ia   hesitating  I 

and  groping ;    from   instruction   which  remains  incoherent  i 

and    disorderly,  which    fluctuates  at  the  mercy  of   circum-  I 

Btances   and  occasious,   and   which,   being  wholly    unpre*  1 

meditated,  allows  itself  to  be  taken  at  unawares.  .  I 

276.    Methods   of  Instruction.  —  In    a  more    precise  | 

and  particular  sense,  method  designates  a  whole  body  of  J 
rational  processes,  of  rules,  of  means  which  are  practiced  I 
and  followed  in  the  accomplishment  of  any  undertaking.  J 
Just  as  for  the  discovery  of  truth  there  are  methods  I 
which  logic  prescribes,  there  will  also  be,  for  the  communi-  \ 
cation  and  teaching  of  truth,  other  methods,  the  study  1 
of  which  constitutes  practical  pedagogy.  1 

Methods  wiU  vary  with  the  nature  of  the  subjects  to  be 
taught.  Geography  will  be  taught  ibfferently  from  gram- 
mar, and  mathematics  differently  from  physics.  They 
will  also  vary  with  the  age  of  the  child.     It  is  not  possi- 

I   ble   to  present  history  to  the  pupils  of  a  primary  school    . 

'  in  the  same  form  as  to  the  pupils  of  a  high  school.  Con-  I 
sequently  methods  will  vary  with  the  different  grades  of  1 
instruction.  They  -will  be  one  tiling  in  a  primary  school  I 
and  another  in  a  normal  school ;  one  thing  in  general  1 
primary  instruction,  and  another  thing  in  secondary  in-  I 
Btruction.  J 

In  other  terms,   methods  of  instruction  should   always  I 

^.(lonform  to  these  three  general  prmciples :   1 ,  the  apecialj 
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ttacteriBtica  of  the  brunches  of  knowledge  communi- 
cated to  the  child ;  2,  the  laws  of  mental  evolution  at 
different  periods  of  life;  3,  the  particular  purpose  and  the 
scope  of  each  grade  of    instruction. 

277.  Methodology,  so  called. — The  study  of  metii- 
ods  of  instruction  constitutes  one  of  the  most  important 
divisions  of  educational  science.  To  give  it  a  name, 
foreigi^  educators  have  borrowed  from  philosophy  the 
stately  term  methodology.  Others  have  called  it  didactics, 
or  the  art  of  teaching.  M.  Daguet  ventures  the  desig- 
nation methodios,^ 

Special  works  have  been  devoted  to  methodology,  wMob. 
itself  is  subdivided,  and  comprises  several  parts.  la 
Belgium  and  in  Switzerland  the  professors  of  pedagogy 
distinguish  general  methodology,  which  treats 
principles  common  to  all  method,  from  special  methodol- 
ogy, which  examines  in  succession  the  different  branches 
of  instruction,  and  searches  for  the  best  means  to  be  em- 
ployed in  each  science  and  in  each  study.  It  is  a  distinc- 
tion analogous  to  that  which  is  found  in  treatises 
Logic,  where  we  study  general  method,  applicable  to 
the  sciences,  before  devoting  special  chapters  to 
method  peculiar  to  each  science. 


I 

I 


278.  Utility  of  Methops.  —  Educators  are  very  ttai 
from  having  come  to  an  understanding  as  to  the  utility  I 
of  methods  and  the  necessity  of  studying  them.  Some  ■! 
are  disposed  to  accord  everything  to  metliods,  and  otber^J 
nothing   or  almost    nothing. 

Methods,  according  to  Talleyi'and,  are  the  masteiftM 
■'The  true  iDstrumenta   of  the    sciences,   they  J 
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Rre    to    teacliera    tbeuiselves    wbat    teachers   nr 
pupils."  * 

Feetalozzi,  who  however  lacked  method,  and  assureB  us  ■ 
that  "he  proceeded  iu  his  iuatruction  without  knowing 
what  he  did,  guided  ouly  by  very  obseare  lint  very  vivid  , 
feeding,"  —  Pestalozzi  put  a  very  high  estimate  on  those 
t^steniatic  rules  which  he  had  not  sufficient  reflective 
power  to  impose  upon  himself.  At  certain  moments  be 
pushes  to  fanaticism,  even  to  superstition,  his  enthusi- 
asm for  methods,  precisely  because  he  was  most  lacking 
in  them.  He  disowned  himself,  his  own  quahties  of 
inspiration  and  feeling,  and  his  ever-active  and  ever- 
yivifying  personality  when  he  pronounced  these  strange 
words: 

"  I  believe  that,  we  miisfc  not  think  of  making,  in  general,  the 
least  progress  iu  the  Instruction  of  the  people,  its  long  a.s*we  have 
not  found  modes  of  teaching  which  make  of  the  instructor,  at  | 
kast  so  far  aa  the  elementary  studies  are  concerned,  the  simple 
mechanical  instrument  of  a  method  which  owes  its  results  to  the 
nature  of  its  processes,  and  not  to  the  skill  of  him  who  employs  it, 
I  affirm  that  a  school-book  has  no  value,  except  so  far  as  it  can 
be  employed  by  a  teacher  without  instruction,  as  well  as  by  one 
who  is  instructed."  ^ 

It  is  not  proposed  to  make  of  the  instructor  an  autom- 
iiton,  and  of  method  a  mechanism  which  is  a  substitute 
for  the  intelligence  and  the  personal  qualities  of  the 
If  we  recommend  the   study   of  methods,    it  is 


'  "The  purpose  of  methods  is  to  conduct  teachers  in  the  true 
patliB,  to  simplify  and  abridge  for  them  tbo  difficult  ro!id  of  instruc- 
tion. Tltey  are  not  necessary  alone  to  common  uiinds;  the  most 
oreatjve  geaiua  itself  receives  incalculable  aid  from  tlieui."  {Rapport 
!t  rvlMemdiefe  cimMiiwmte.) 

*  Haw  Oertnida  teaches  her  Children. 
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for  tlie  especial  purpose  of  driving  from  inatraction 
routine  and  questionable  tradition,  and  not  of  inti'oducing 
into  it,  under  aaotli<;['  foi'iii,  a  sort  of  learned  meobaniein. 
Methods  are  inBtruments ;  but  instruments,  however  per- 
fect' they  may  be,  owe  their  whole  valae  to  the  skill  of 
the  hand  that  employs  tliem.  To  the  psradox  of  Peata- 
lozzi  we  oppose  the  wisdom  of  the  ages,  and  the  proverb 
which  says,  "As  is  the  roaster  so  is  the   method." 

1  fllao  bear  in  mind  tliat  methods  are  not  unchangeable 
regulations,  despotic    and  irrevocable   laws ;    it   rests    with  , 
the  initiative  of  the  teacher  to  modify  them  according  to 
the  results  of  his  own  experience  and  the  suggestions    of  ! 
hie  own  mind.     "  Methods,"  as  Madame  Necker  de  Sanssure   ■ 

I   aays,  "ought  to  be  in  a  state  of  perpetual  improvement," 
Thus    nnderstood,   not  as   laws   slavishly  accepted  with 

L  a   superstitious  respect,  but  as    instruments  which    are    to 

I  be    handled  with   freedom,  methods,   no    one    will  deny, 

i  may  render  important  servioea. 

"Method,"  Bays  M,  Marion,  "is  a  necessary  condition  of  snt 
J  and,  with  reapect  to  efficiency  of  service,  it  puts,  as  it  wer 
L  abyss  between  men  of  equal  good  intent.     Descartes  went  s 
I   as  to  say  that,  appaieiitly  equally  as  to  intellectual  endowments, 
D.  differ  not  bo  much  by  tlie  power  they  have  in  searchiDg  for  i 

truth,  as  in  the  method  which  they  employ.  The  truth  ia  that  in 
I   every  kind  of  practical  work,  other  things  being  equal,  he  who  i 

proceeds  rationally  has  at  least  three  great  advantages  ovei 

who  lives  on  expedients,  from  hand  to  mouth.  Starting  with  s 
,  filed  purpose,  he  runs  leas  risk  of  losing  sight  of  it  and  of  missing 
I   his  way.     Having  reflected  on  the  means  at  his  command,  he  has 

e  chances  of  omitting  cone  of  them  and  of  always  choosing   , 
I  the  best.    Finally,  sure  both  of  the  end  in  view  and  of  the  means   ] 

of  attaining  it,  it  depends  only  on  liiinself  to  reach  it  as  so 
I    possible.     'A  lame  man  on  a  straight  road,'  said  Bacon,  'reaches 
I  his  destination  sooner  than  a  courier  who  misses  his  way." 
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279.  Abuse   of  the   Stupt    of    Methods. — But,  con*l 
vinced    as  we  are   of  the   utility   of  methode,    we   do   not,! 
think  that  it  is   necessary  to  pause  to  study  the  abstractff 
generalities    which   dominate    them.     If  this  point  is    not  9 
guarded,    the    educators    of  our  day  will    proceed   to  t 
struct  a  sort  of  new  scholastic,  all  briatling  with  learned  S 
formulas,     subtile    divisions,    and    pedantic    terms.      They    ' 
will  succeed  in  making  of  a  very  simple  study,  one  whollv 
practical,  a  logic  of  a  new  kind  and  of  a  truly   frightful 
aspect,   in    which    fine  words   succeed    fine  words,  and    in 
which  the  real  things  are   forgotten.      Let  us  distrust  the 
formalism   which    is     always  ready   to   set   up   ita   claims, 
because    it  is  easier  to  iuscribe  words  on  paper  than   to  _ 
awaken  emotions  in  the  heart  or  to  enrich  the  mind  witii 
positive  notions. 

Open  one  of  those  manuals  of  pedagogy  which  are   i 
very  popular  in  Belgium   and  Germany.      You  will  theii 
find  interminable  pages  devoted  to  the  distinction  betwee 
principles,  moden,  forms,  processes,  and  methoda  of  instruc-^ 
tion.^     You  will  there  see   crowded  tables    which    containi 
no  less  than   eight   forms    of  instruction:    the   acrometfiol 
form,  or  that  of  uninterrupted  exposition,  the  erotematic^A 
or  that  of  interrupted  exposition,  which  contains   no   les 
than  seven  other  distinct  forms,  as  tlie  eatechetic,  socratia,^ 
heitriatic,   repetitive,   examinalive,    analytic    and    sj/ntTieticjr 
and  the  paralogic.    As  if  this  were  not  enough,  there  fol 
lows    a    subdivision  of   processes,    as   the    intuitime, 
paraiive,  by  opposition,  etyviologieal,  by  reasoning,    deavript 
live,   by  internal  observation,  repetitive,  synoptic,   by  repro'  I 
ducHon,  and   eleven   processes    besides  I 


*  To  note  but  one,  see  the  Couri  de  pedagogie  d  de  nurtltodohgi,  b, 
M.  H.  Bmun,  iaspector  of  tJie  normal  scliools  of  Belginio,  E 
1885,  p.  064. 
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What  good  can  come  from  this   tedious    analysis, 
this    complicated    enumeration,    from    this    purely    verbat't 
science,  io    wliicli    hundreds  of  words   are  employed,   andv 
yet    teach  nothing  of  the    things   themselves?     Teachings 
would  become  a  very  laborious  art,  were  it  necessary, 
order  to  be  a  good  instructor,  to  have  lodged  in  the  mei 
ory   all  these  definitions  of  pure   form,   all   these   insipidll 
abstractions.      It  is  said  that  modern  education   tends   to.| 
approach  nature.      Alas!    we    are   far    from    nature    withLi 
these  distillers  of  pedagogic  quintessence,  who  split  haira, 
who  distinguish  and  analyze  the  simplest  tilings,  and  iu- 
vent  several  barbarous  terms  to  designate  identital  opera- 
tions.     For  a  long  time  it  was   thought  that  it  was    im- 
possible   to  reason   weU  without    knowing   the   categories 
and  the  rules  of  the  syllc^ism.     Let  us  nut  imagine,  by  a 
similar  illuaiou,  that  in  order  to  teach  well  one's  memory 
must  be  stuffed  with  this  pedagogic  uonsenee,  with  theBetj 
nomenclatures    as   vaiu  as   pretentious. 

It  is  not  ouly  their  inutility  that  alarms  ns.     We  also  feai  . 
that  they  may  divert  the  mind  from  more  serious  interests, 
and  that  tiiis  unsubstantial  food  may  destroy  the  taste  for 
more  solid    and   substantial   aliment.      We    fear  that  that 
which   gives    instruction  its  real   power,  —  life,  inner  era(^J 
tion,  tree  and  original  inspiration,  —  may  succumb   undef  3 
this  maze  of  abstractions  which  fetter  the  mind  and  make^ 
it  bend  under  the  weiglit  of  these  dangerous  pnerilitiei 

Hence  let  us  shun  aU  those  sterile  discussions  which  con- 
sist in  knowing,  for  example,  which  are  the  general  prin- 
ciples, the  special  principles,  the  positive  principles,  the 
negative  principles  of  teaching ;' or,  atill  further,  "whether 
analysis  is  a  method  or  a  form." '  Let  us  be  satisfied  with 
a  few  definite  notions,  and  as  summary  as  possible. 

I  M.  Brami.  op.  cit.,  p.  200. 
».  Jbid.,  p.  236. 
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PEACTICAL    FEDAGOCT. 

METnoDS,   Modes,   and    Processes    of 
I  Tios.  —  Witliout  wishing  to  multiply  diBtinctions,  it  is 

SB  impossible  to  confound  witli  mettiods,  properly  J 
r  Bo-called,  vrhat  it  has  been  agreed  to  call  modes  of  J 
I  teaching. 

Modes   of   teaching   depend  neither  on  the  order  which  J 

'  is   followed  nor  upou  the  naeans  wliich  are   employed    for  J 

instructing    children ;    they    have  reference  simply    to    the  1 

different  groups  of  pupils  and  to  different  ways  in  which ' j 

the  instruction  is  disti'ibuted. 

There  is  the  individual  mode,  aa  when  the  teacher  ad- J 
dresses  himself  to  a  single  pupil ;  or  the  simultaneous  J 
mode,  as  when  lie  addresses  himself  to  several  pupils,  ( 
to  a  whole  class;  or  the  mutual  mode,  when  the  teacher  J 
stands  aside  and  requires  the  children  to  instruct  onel 
another. 

The  individual  mode  is  really  appropriate  only  in  priyataj 
education,    where    a   preceptor    is    face    to   face 

)  pupil.  At  school  there  is  no  propriety  in  proceed-i 
ing  in  tins  way,  and  it  is  difficult  to  imagine  a  closa  J 
where  the  teacher  repeats  forty  times  to  forty  pupils  whatil 
it  suffices  to  say  once  to  all. 

It  was  this  system,  however,  or  something  very  like  it,  I 

that  was   formerly    employed   in   the    early   history  of  tha  J 

Bchooi.     In    the    seventeenth    century,    for    example, 

,   Emle  paroixsiale,   a  school  manual  of  the  times,  says  ial 

literal    terms:     "Those    who  go   to   the   master    to    rea^fl 

I  shall  present  themselves  but  two  at  once TbeV 

teacher  shall  call  the  writers  to  his  desk,  two  by  twci.  to  J 
I  correct  their  exercises."^  .--^ "   \ 

All  that  remains,  all  that  can  remain   of   intlividual   i 
I  Btruction,  in  a  class  regularly  organized,  is  the  interroga>< 


'  L'Ecole  paroiisiale,  1004,  3'  partie,  Ciap.  TV 
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tion  which  the  teacher  addresses  to  a  single  pupil.  Snch  , 
interrogiitioua  should  be  made  with  a  loud  voice,  in  order  I 
that  all  the  pupils  may  participate  in  the  exercise. 

As  to  the  mutual  mode,  it  was  but  an  espedient  sug- 
gested by  necessity  at  the  time  when  teachers  were  scarce 
and  resources  were  limited,  and  it  was  necessary  at  slight 
expense  to  instruct  well  or  ill  a  very  large  numl^r  of 
phpils.^  Almost  univeraally  abandoned  to-day,  and  virtu- 
ally condemned,  the  mutual  system  never  had  a  claim  in 
theory  to  be  regarded  as  a  rational  mode  of  school 
organization. 

There  remains  the  simultaneous  mode,"  which  is  the  only 
one    possible    in    classes  more   or  less    nnmeroua,    if  it  is 
desired  that  without  loss  of   time    tlie    sound   instruction  J 
of  an  experienced  teacher,  not  that  of  a  monitor   without  I 
authority,  should  he  directly  transmitted  to  all  tlie  pupils,    i 

It  is  true  that  the  simultaneous  mode,  though  it  is  the  I 
general  I'ule  and  the  prevailiug  form  of  instruction,  ought  ] 
not  to  proscribe  absolutely  the  incidental  and  exceptional  -j 
iXfie  of  other  systems.  So  far  as  possible,  the  teacher '1 
ought,  while  addressing  himself  to  all,  to  speak  to  each;  ] 
-Jie  ought  to  take  account  of  the  vivacity  of  some  and  the  ] 
slowness  of  othera ;  he  should  vary  his  language,  so  ai 
accommodate  himself  to  the  different  aptitudes  of  his  i 
pupils ;  finally,  he  should  not  forget  that,  though  his. 
instruction  is  simultaneous,  his  attention  and  his  efforts 
ought  to  remain  individual. 

On  the  other  hand,  in  very  large  schools  and  in  those  I 
where  a  single  teacher  has  three  divisions  to  manage,  the  ] 

^  Swiaa  teachers  distinguiah  a,  mode  of  instructioii  as  the  jiuigisttal,  1 
"  that  which  is  entirely  giveu  by  the  master,  witliout  cn^jperatlon  on 
e  pan  at  papi]s." 

^  See  Compayri?8  Siatnri/  of  Pedagogi/,  pp.  513,  519 ;  also  Gill's 
^t/ttma  iff  S^laeaLitm,  Chap.  IT. 


274  PHACTICAL   FKDAGOGr.  ^^^^H 

master  sometimes  neeils  to  appeal  to  the  good-wUl  OTm^| 

beat  pupils,  and   thus   to  Ginploj>  somctliiDg   like   mutual 
instiijction.     This  is  what  is  called  the  mixed  mode.'        M 

281.  Methods  and    Processes. — There   might  also  ixM 
retained,  although  it  is   of  less   importauce,  the   olaBsic^fl 
distiDction   between  methods  and  processes,  methods  being^ 
the    sum    of    the    principles    which    preside    over    iuatrue- 
tion,  osBign  to  it  its   end,  regulate  its  order,  and  deter- 
mine   its   course ;    while   processes   signify   the   particular 
m.eans  which  are  employed  in  the  application  of  methodSi  J 
Thus  to  deuioostrate  geonietiical  truths  is   a  method ;  tafl 
exhibit  them  on  a  boai-d,  and  then  cause  them  to  be   re-M 
peated  by   the  pupils,  is   a  process.     To   give   a  didactiOM 
exposition  of  historical  facts  is  a  method ;  to  require  re^fl 
statements  from  pupils  is  a  process.  ■ 

282.  General  Method. — The  farther  pedagogy  enteriS 
into  the  detail  of  methods  aud  into  the  minute  examinai^ 
tion  of  processes,  the  nearer  it  will  approach  its  end,  | 
which  is  not  to  construct  beautiful  theories,  but  to  rendei'l 
practical  services.  However,  before  entering  upon  tl%4 
different  varieties  of  studies,  before  searching  for  thfll 
rules  which  are  eapeeially  adapted  to  each  of  them,  it  is'f 
not  without  use  to  throw  a  glance  over  the  general  methods  I 
of  insti'uction  aud  the  rules  applicable  to  all  the  parts. I 
of  the  pri^ramme.  Besides  being  interesting  in  itself  to  f 
reduce  apparent  diversities  to  unity,  and  to  look  for  essea-  I 
tial  principles  in  the  multitude  of  particular  appbcationB,  I 
educators    have    so     extended    the    list    of    methods,  they   I 

1  By  addresaing  himself  to  each  of  his  pupils  indmdoall?.  Hut  J 
master  learns  to  know  his  pupils  better,  to  treat  Uiem  according  t(fl 
their  particular  characters,  and  can  better  follow  the  development  f^M 
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offer  as  bo  great  a  luxuriauto  and  so  stately  a  display  d 
of  pedagogical  inatrumeuts,  that  it  is  necessary  to  aim-  I 
plify  their  class iflcatioDS  and  to  try  to  iDtroduce  some  I 
clearnesB  into  a  subject  which  it  seems  so  easy  to  make  ^ 
obscure. 

283.     Classification    op    Methods. — It    is   no    longer 
two    or    three    methods   which  the   classical    ti'eatisea    on 
pedagogy  distinguish ;  but  if  we  are  to  trust  these  authori- 
ties,  there  are  more  than  a  dozen  different  methods.     la 
the  presence  of  this  endless  catalogue  we  may  well  imag-    ■ 
ine  that  the  teacher  esperiencea  a  sort  of   dismay.      Are    ■ 
there,  in  fact,  so  many  ways  of  correct  procedure?     Does    ■ 
good  instruction  admit  of  so  many  refinements  and   com-  J 
plications?    No;  and  it  needs  only  a  little  attention  to  be  1 
convinced    that   these   classifications    and    tabular    state- 1 
mente    can    be    easily    reduced   without    any    detriment  to-l 

>  facts,    and    simply    by   pruning  away  a  vain  display   of  I 

I  words.  I 

We  shall  then  place  no  reliance  on  the  synoptical  toMt^m 

of  M.  Daguet,  who  distinguishes  methods  as  the  edvcaiive,  M 

the    rational,  the   practical,  the  progressive,  the  syntJietic,  I 

,  Qie  analytic,  the  intenstt'e,  the  iriveiUive,  and  tlie  intuitive,  M 
to  which  must  be  added,  according  to  other  authorities,  the  J 

.  experimental,  the  aocratic,  the  inductive,  the  deductive,  the  I 
demonstrative,  and  the  tai^ositive,  without  counting  the  cornel 
posito  methods  which  result  from  the  coupling  of  two  simplel 
methods,  snch  as  the  analytic-synthetic,  the  demon3traiivB'U 
expositive,  the  demonstrative-interroffative,  etc.,  etc.'  Wo'B 
shall  attempt  to  show  that  at  bottom,  behind  this  verbiage,  M 
there  are  concealed  at  most  two  or  three  real  diatioctions;.! 
that  methods  might  be  reduced  to  two,  if  we  regard  mereljS 

I        1  We  may  still  distinguish  as  methoda  tlie  syatema  followed  by  I 
y  difleient  educaton,  u  Qui  metluxlii  of  Jaoutot,  Peatalozzi,  Proebel,  etCtJ 
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the  oilier  which  ia  followed  in  the  distribution  and  in  tbej 
counectioD  of  the  tnitbs  or  fucts  faiught;  and  tliat  at  1 
there  are  four,  if  we  take  into  account,  not  merely  the 
terior  nexus  which  eonnecte  the  different   proposifionB  c^l 
which  a  giren  study  is  composed,  but  also  the  form,  whi<^ 
the  teacher  gives  to  his  instruction. 

284.  Intebioe  Order  of  TRorna  which  abe  to  be 
ExpouMDEi* ;  Indcction  and  Deuuctios.  —  Let  us  be^in  by 
considering  the  first  element,  the  first  factor  of  method,  — 
the  logical  order  which  presides  over  the  sequence  of  pro] 
sitions. 

From  this  point  of  view,  the  teacher  who  communical 
truth,  like  the  scholar  who  discovers  it,  has  at  his  coi 
mand  only  two  methods,  induction  and  dedncfion, 
either  takes  facts  for  his  point  of  departiu'e,  aud  havli 
made  his  pupils  observe  and  test  them,  he  classifies  th< 
according  to  their  resemblances,  and  leads  the  pupil 
the  law  which  includes  them ;  and  this  is  the  pedagogii 
application  of  the  inductive  method.  Or  he  starts 
general  truths  and  definitions  which  he  explains  anil 
causes  to  be  comprehended,  and  by  deduction  he  passi 
from  these  principles  and  rules  to  the  applications  and 
the  particular  cases  which  naturally  flow  from  them; 
then  the  method  is  deductive. 

Let  us  take  examples.  If  in  the  teaching  of  grami 
we  first  present  the  rule  and  then  seek  to  find  its  ap| 
cations,  we  proceed  by  deduction  ;  but  if,  on  the  contrary] 
we  begin  by  presenting  to  the  child  examples  or  particn- 
lar  cases,  in  order  that  we  may  then  suggest  the  idea  of 
the  rule,  the  process  is  inductive.  The  teacher  of  geoiii< 
etry  who  at  the  outset  lays  down  axioms  and  definitdoi 
and  then  proves  that  such  or  such  a  theorem 
neoessary   consequence   of   them,   gives   a  demonstrat 
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KOT^wIiat  amounts  to  the  same  thing,  a  series  of  dedue- 
t  tionB.  The  professor  of  physics  who  appeais  to  the  ob- 
I  servation  of  hia  pupils,  who  performs  expcrimcnta  before 
I  them,  who  shows  them  the  bodies  which  are  the  subjects 
I  of  Btiiilj  and  makes  an  analysis  of  their  elements,  em- 
[  ploys  in  succession  the  different  processes  of  induction. 
I  In  history  also  we  proceed  by  deduction  or  induction, 
I  according  as  we  set  out  with  a  definition,  as  of  the  feudal 
I  system,  for  example,  or  with  the  different  facta  which 
I  .constitute  the  feudal  system. 

I  285.  ExTBOioR  Form  of  Instrdction  ;  Consecutive 
I  Exposition  oa  Interrogation.  —  Hut  instruction  does 
root  differ  merely  by  the  inductive  or  the  deductive  course 
I  VHch  is  impressed  on  the  series  of  propositions ;  there 
I  must  also  be  taken  into  account  the  exterior  form  which 
is  given  to  instruction  while  transmitting  it  to  pupils. 
fact,  we  can  proceed  in  two  ways :  we  may  state  the 
object  of  the  lesson,  and,  speaking  anthoritatively,  may 
t  teach  by  uninterrupted  discourse ;  or,  by  interrogating 
r pupils  aud  making  suggestions  to  tfaem,  we  may  make 
If  them  discover  for  themselves  what  we  wish  them  to 
a.^  Hence  a  new  distinction  and  two  different  meth- 
;  the  method  of  exposition  and  the  method  of  interro- 
■gation,  or  socratic  method. 

■e  have  to  give  a  lesson  on  tlie  distinctive  characters  of 
of  UBlure.  1  will  either  start  witb.  the  division 
of  the  three  categories  of  bodies,  and  then  pass  to  the  distjnctive  ohnr- 
acters  of  minerals,  vegetables,  and  animals,  and  end  with  examples ;  or, 
following  the  same  coarse,  will  proceed  by  interrogations,  such  e 
t  tiy  natural  history^  What  is  its  triple  object?  ( 
[-■what  does  Geology  treat?  Botany?  Zoology?  What  are  the  essentia! 
•B  between  mlnerala,  vecjetables.  and  animals  ?  Give  ojcamples, 
(U.  Homer,  Guide  pratique  de  rinitituteur,  Paris,  1882,  p.  S.) 


278 


PRACTICAL    PEDAGOGY. 


186.  Examination  ok  the  Four  Ksbential  Methodsl. —  I 
But  let  us  liftsten  to  remark  that  the  two  elements  (rf  1 
method,  ord.er  and  form,  are  not  separated  in  fact :  on  the  I 
contrary,  they  are  nnited.  In  other  terms,  whether  we  pro-  I 
ceed  by  induction  or  by  deduction,  we  must  either  expound  J 
or  interrogate.  Consequently  there  are  four  general  I 
methods,  to  which  all  the  others  are  to  be  referred: 


1  the  form  of  ezposition- 

a  the  form  of  interrogation. 

ir  demonstration,  in  the  form  of  | 

Q  the  form  of  interrogation. 


1.  The  method  of  induction, 

2.  The  method  of  induction, 

3.  The  method  of  deduction 
exposition. 

4.  The  method  of  deduction, 

Each  of  these  methods  has  its  cbaracteristics  and  its  J 
peculiar  advantages.  In  a  general  way  it  may  be  said  j 
that  the  choice  between  deduetiou  and  induction  b  deter-  I 
mined  mainly  by  the  nature  of  the  science  which  is  to  be  J 
taught.  The  mathematics  hardly  allow  the  use  of  any  \ 
method  but  the  deductive,  while  the  physical  sciences  are  1 
to  be  treated  inductively.  On  the  other  hand,  whether  1 
preference  shall  be  given  to  continuous  exposition  or  to  I 
the  system  of  interrogation  depends  in  great  pait  on  th«^-J 

e  and  the  intelligence  of  the  children  to  whom  we  address  4 
ourselves.     When    Fenelon    said,  though  with  some  exagr-| 
geration,    "  Employ  formal    lessons  as  little  as   possible,"  ] 
was   thinking   particularly   of   little    children,  to  ivhosQ  1 
weakness  a  long,  uninterrupted  discourse  is  badly  adapted. 
Continuous   exposition  is,    however,   necessary    i 
number  of  cases,  were  it  only  to  obviate  the  slowness  of 
the  instruction.      On   the   otlier    hand,   the    interr(^ative 
method    has  the    advantage  of   more    directly  calling    into 

.y   the    activity  of   the   pupil ;    it   is    the   method  of  all 
others    for    promoting    the    discovery    of    the    truth, 
suggesting  it  without  imposing  it. 
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I      287.    Reduction  of  the  Different  Methods  to  these 

■  I'ouK  Tyi'es, — ^With  this  explanation,  it  is  eaay  to  prove 
VUiat  the  most  of  the  metliods  wrongly  distinguishe<l  by  edu- 

■  catora  may  be  reduced  to  the  four  types  which  we  have  juat 

■  established  and  are  blended  with  them.' 

I      For  example,  what  is  the    method  called   the  inventive 

■  except  tbe  method  of  indactioD  and  interrogation,  —  that 
Vfrhich,  avoidiDg  didactic  lessons,  demands  of  the  pupil  a. 
■.personal  effort,  and  makes  him  discover  for  himself  what 

■  we  wish  to  teach  him? 

H  It  is  useless  to  speak  of  the  heuristic  method,  which 
RcUffers  in  no  respect  from  the  inventive,  save  that  inventive 
■comes  from  a  Latin  word,  and  heuHslk  from  a  Greek  word. 
■Diversity  of  expressions  should  not  make  us  think  that 
■there  is  a  real  diversity  in  methods. 

H  The  demon str alive  method  is  simply  synonymous  with 
Wiieductive  method,  a  demonstration  beiug  bat  a  body  of 
n^eductions. 

H  The  catechelic^  method,  which  consists  in  stating  ques- 
Htions  and  demanding  replies,  does  not  differ  essentially  from 
^fflifl  interrogative  metbod,  nor  from  the  Socratic  method, 
Birhich  requires  the  teacher,  in  imitation  of  the  celebrated 
HQreek  philosopher,  to  stimulate  the  good  sense  and  reason 
Ktf  bis  pupils  by  his  interrogations. 

■  '  Wb  cannot  Bubscribe  to  the  opinion  of  M.  Buisson,  who,  doubtleas 
through  Bi  reaction  against  the  abuse  oE  multiplflng  methods,  falls 
into  the  opposite  extreioo  and  declares  that,  properly  speaking,  tliere  is 
bat  one  naetliod  ot  pedagogy,  a  universal  method  which  embraces  the 
article  of  education.    This  is  the  intuitive  method.^ See  his  flopport 

I'mstniicUon  primairE  a  i'ExpouUion  univeradie  de  Yienne  en  1875. 

ip.  rv. 

This  word  is  very  fashionable  in  Belgium,  wliere  it  is  the  root  ot 
a  whole  family  of  words.  M.  Braun  defines  cat^heMs,  which  is  the 
lesson  ^ven  in  the  form  of  questions  and  answers;  eateehiit,  every 
man  who  teaches  in  this  way ;  and  catechumm,  the  pupil  instructed  hy 
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It  is  by  ftD  flhuse  of  words  tliat  M.  Daguet  decorates  with  ■ 
the  Dame  of  methods  what  he  calls  the  edttcathm,  ratioTMif 
practical,  and  progressive  methods.     These  are  the  general 
characteristics   of   instruction,   the  essential   tendent 
modem  pedagogy  ;  they  are  espreasiona  for  the  ends  to  b 
pursued;  truly  speaking,  thev  are  not  methods, — that  iS|l 
co-ordinated  systems  of  means  and  processes.' 

There  remain  the  so-called  analytic,  synthetic,  intuitive 
Etnd  experimental  methods,  upon  whicli  muck  fuller  ezpIuiBn 
lions  are  necessary,* 

288,  Analysis  and  Stnthesis. — I  know  of  no  I 
more  badly  defined,  or  whose  meaning  has  been  more  ob-S 
scured  by  the  misuse  made  of  them,  than  tlie  words  aTicUyaii 
and  sj/nthesis.  So  it  would  cost  me  no  I'egret  to  see  thei 
disappear  from  the  vocabidary  of  pedagogy,  where,  witll 
their  pretentious  and  pompous  airs,  they  bring  nothing  bafl 
great  confusion  and  obscurity,  without  any  positive  odvai 
tage. 

Analysis  and  synthesis  have  in  reality  no  precise  meaning, ' 
save  in  chemistry,  wliere  they  designate  two  inverse  opera- 
tions which  consist  either  in  decomposing  or  in  recompoaing 
bodies,  in  separating  or  in  uniting  the  elements  which  com- _ 
pose  them.  Everywhere  else,  in  grammar,  in  mathematicB, 
the  words  analysis  and  synthesis  are  employed  only  by  an3 
alogy  to  express  operations  which  have  vague  resemblancel 
to  the  analysis  and  synthesis  of  cliemistry. 

1  It  has  been  justly  observed  that  it  is  wholly  improper  to  emplo] 
tbe  word  method  ki  desigDate  such  or  such  a  scliool  proces 
of  reaiiiug,  of  writing,  of  arjtlinietic,  or  of  drawing.  "  It  would  ai 
says  M.  Buiseon,  "  tluit  there  are  as  many  methods  aa  branches  d 
Study  or  school  manuals." 

"  We  are  far  from  having  enumerated  all  the  methods  which  it  1 
pleased  educators  to  distiuKuisli  ajid  christen.  Tliere  are  atill  to 
noted  the  natwrai,  mortU,  histarkat,  and  uniuersoj  methods. 
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CoNFnsED  Use  of  these  Worhs.  — The  cleareat  and 
I  most  accurate  tUinkera  fail  in  their  efforts  to  define  tbe  eig- 
I  nification  of  anaiyaiB  and  synthesis.  For  example,  Littr^ 
I  tella  us : 

"  The  analytic  method,  or  method  of  decomposition,  startfl  from 
actual  facts  and  attempts  to  liberate  their  elements.  It  is  also 
called  the  method  of  discovery.  Tbe  synthetic  method,  on  the  ccm- 
traiy,  is  that  which,  after  having  recognized  a  great  number  of 
truths,  reunites  theui  all  under  a  general  principle,  and  thus  forms 
ft  synthesis  of  them.  It  is  also  called  the  method  of  doctrine,  be- 
I  when  we  leach  a  science  are  ordinarily  start  from  general  jirinci- 
l  pies  in  order  to  deduce  Jrom  them  their  eomequences."  ' 

With  due  deference  to  Littre,  the  last  part  of  thia  defini- 
Btion  is  contradictory.  To  deduce  consequences  from  a  gen- 
(eral  principle  is  not  at  all  the  same  thing  as  to  iuchide  a 
I-great  number  of  truths  under  a  general  principle.  In  the 
r  first  case  the  process  is  one  of  real  deduction ;  in  the  second, 
tit  is  rather  inductive. 

290.  The  So-caij.ed  Analytic  and  Synthetic  Methods. 
—A  sufficient  proof  that  it  has  been  wrong  to  introduce  the 
rirords  analysis  and  synthesis  into  pedagogy,  is  the  fact 
that  different  authors  have  not  come  to  an  understanding  as 
to  the  use  of  these  expressions.  What  some  call  synthesis 
others  call  analysis,  and  %>%ce  versa. 

Thus,  for  the  greater  number  of  educators,  analysis  is  the 
Kfiquivalent  of  ioduetion,  of  invention,  of  experimental  re- 
I  search  ;  synthesis,  on  the  contrary,  is  almost  the  aame  thing 
I  &8  deduction,  demonstration,  didactic  exposition. 

But  this  sense,  wliich  is  tbe  true  one,  is  not  universally 
■  admitted.  Swiss  educators,  for  example,  go  contrary  to  the 
Igeneral  usage. 
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"  The  form  which  is  best  adapted  to  au  elementary  bootT^ 
M.  DagTiet,  "is  the  synthetic  or  progressive  fovro, — ^that  is,  that.l 
which  proceeds  from  the  particular  to  the  general.  The  attalj/tie  | 
{oTm,  which  proceeds  from  the  general  to  the  particular  aud  b&-  1 
gins  with  the  definition,  may  be  followed  in  works  which  are  used  ^ 
in  the  higher  course.''  ^ 

So  also  M.  Homer  aaaerta  that  "the  synonym  of  dem- 
onstration is  deductioQ  aud  aualysis ;  that  the  inventive  I 
process  is  often  coofouaded  with  induction,  syntheBis,  aod  i 
heuristic."*  This  is  exactly  opposed  to  the  opinion  of  ] 
M.  Charbonneau,  according  to  which  "  the  demouBtrative  I 
method  is  also  named  synthetic,  while  the  inventive  is  called  | 
atialytic."^ 

We  believe  that  the  most  general  usage  confonoB  to  this  1 
last  opinion.  But  from  all  these  hesitatious  nud  contradic- 
tions it  seema  to  us  to  follow  that  it  is  beat  to  leave  analyaia  I 
and  synthesis  to  the  language  of  scientists,  and  to  eliminate  J 
them  from  the  vocabulary  of  pedagogy,  where  they  servo  1 
only  to  obscure  a  subject  which  of  itself  is  quite  simple,  f 
In  all  cases  it  is  easy  to  recollect  from  what  we  have  said,  ■ 
that  the  analytic  method  is  but  another  term  to  designate  1 
'  the  inductive  method,  and  the  synthetic  method  but  a  syn-  j 
onym  for  the  method  of  deduction  and  demonstration.* 

291.  la  THEKE  AN  InruiTiVK  Method? — There  conldbeJ 
no  doubt  of  it,  if  we  listen  to  the  enthusiastic  ci-ies  which  I 
from  all  directions  salute  the  advent  of  this  royal  method^l 
destined  it  seems  to  replace  all  others  and  to  regenerat^l 
instruction.  And  yet,  if  we  consider  things  attentively,  wa  I 
shall  be    convinced  that  the  so-called  intuitive    method  i 


1  Daguet,  op.  dt.,  p.  148. 

3  Homer,  op.  cit,  p.  13, 

■  Chorbonneau,  Coun  de  pedagngie, 

*  See  Appendix  B, 
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either  but  a  special  process  which  can  and  eliould  be 
nected   with  the  esaential    methods    whicli  we    have  liistin- 
gnished,  or,  if  we  understand  it  in  its  most  extended  sense,    , 
that  it  is  confounded  with  tiie  general  apii-it  wliich  ought  to   ' 
animate  and  vivify  all  the  parts  of  instruction. 

2^2.    Different    Senses    op    the    "Wokd    iNinrnoi 

Usage    and   fashion  sometimes   sabject  words  to  strange   . 
adventures. 

Here  is  the  word  inPuitian,  which  in  the  seventeenth  , 
century  signified,  in  theological  language,  the  immediate 
and  mystical  vision  of  God,  and  which,  in  philosophical 
language,  signified  Qic  evidence  of  immaterial  truths  and 
of  the  knowledge  of  the  principles  of  the  reason ;  and 
to-day,  by  some  sort  of  confusion,  this  same  word,  de- 
scended from  the  heights  of  metaphysics,  is  employed  by 
educators  as  the  synonym  of  sensible  and  material  percep- 
tion. 

In  Switzerland,  Belgium,  and  Germany,  the  intititive 
method  is  almost  always  confounded  with  instruction  through 
the  setisee,  and  especially  with  instruction  through  the  sense 
of  sight. 

"  The  intuitive  method  consists  in  submitting  things  to  the 
direct  exaiaiiiatioii  of  the  organs  of  sense,  and  especially  of  sight, 

"  Intuitive  instniction  ia  that  which  is  addressed  to  the  mind  and 
heart  through  the  medium  of  the  senses,  and  particularly  of  the 

293.   Sensible  Intuition  and  Intellectdal  Intuition.  —  < 
But  in  France  the  meaning  of  the  word  "intuition"  1; 
been  generalized,  and  the  intuitive  method,  from  what  c 
authorities  in  pedagogy  say,  comprehends  something  very 


'  TVaiW  th^orique  et  praiique  c 
HunuT,  1660,  p.  1G3. 


meUiodologie,  par  Achille  Y.  A>  1 
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different  from  leasoua  addressed  to  tbe  aenses  aod  t 
through  tlie  eye.     There  is  iatellectual  intaitiuD.  and  evrai 
moral  iDtuition. 

loteUectual    intuition,    according   to   U.    Bnisson,  b  the 
clear  and  definite  consciousness  of  all  the  operations  of  oar  I 
mind.  I 

"  I  &m  conscious  of  my  existence,  of  my  desires,  of  my  feelings,  o£ 
my  Tolitious ;  I  see  them  and  feel  them  trilhin  my^^if,  so  to  speak, 
more  clearly  ajid  more  distinctly  than  tbe  eye  sees  colors  or  the 

ear  hears  souiubi." ' 

The  same  thing  would  be  tme  of  the  reason  also,  and 
thus   intuition   retarns   to  its  primitire  signification,  - 
immediate  adhesion  of  tbe  mind  to  tbe  great  speculatiYe  ! 
truths . 

As  to  moral  intuition,  M.  Baisson  defines  it  as  follows  i 

"  It  IB  taking  possession  at  once,  by  the  mind,  the  heai't,  and  the 
eonscience,  of  those  axioms  of  the  moral  order  and  of  those  in^ 
demonstrable  and  indubitable  truths  which  are  the  regulatai^  I 
]irindples  of  our  coiidnct.  There  m  an  intuition  of  the  good  and  1 
the  beaafiful,  as  there  is  an  intuition  of  the  true  ;  only  it  is  stJQ.  I 
more  delicate,  more  irreducible  to  demonstrative  processes,  w 
analysis  to  a  greater  degree,  is  more  fugitive  aud  more  ioexpli-  I 
because  it  is  complicated  with  elements  foreign  to  the  J 
itelligence  proper,  and  because  it  is  commingled  \dth  the  emo-  | 
tiouH,  the  feelings,  the  influences  of  the  imagination,  and  the  < 
movements  of  ttie  heart." 

294.   Intcitios  ra  its  Most  Restkicted  Sense.  —  From   , 
I  these  explanations  it  follows,  first,  that  intuition,  and  con- 
r  Bequently  tlie   intuitive  method,  designate  things   that  are  ] 
I  really  very  different. 

In  its  most  restricted  sense,  and  taken  as  the  synonym  of  J 
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I    8enBe-perception,  iotiiition  ims   given  rise  to  object  lessons, 
or  the  BubstitutioQ  of  concrete  realities  for  abstractions  and 
words,  as  tlie  first  exercise  of  tbe  intelligence.*    We  will- 
ingly accept  tbe   principle   laid   down    by  Pestalozzi,    that 
"  intnition  is  the  source  of  all  our  knowledge  ;  "  on  condition, 
however,  that  by  the  word  source  we  undei-stand  only  tbe 
initial  origin  of  our  ideas  which,  borrowed  first  fi'om  percep- 
tion and  obaei'vntion.  have  then  need  of  being  elaborated  by 
our    faculties    of    reflection.     Bnt   it   is  very   evident  that 
in  this  sense,  intuition,  if  it  is  tbe  point  of  departure  of 
a  method,  of    the  inductive  method,  does  not  constitute  a 
method  by  itself. 
Let  us  multiply  intuitions  for  the  child  to  our  beart's  con- 
!  tent, — -that   is,    clear  and   vivid   pereeptionH  ;  let  us  even 
I  admit  that  intuition  has  something  peculiar  and  character- 
'  tetic,  and  tliat  it  cannot  be  confounded  with  simple  percep- 
tion;  let  us  grant  that  it  does   not  suffice  to  present   an 
object  to  the  sight  of  the  child  in  order  that  there  may  be  a 
real  intuition,  but  that  in  order  to  produce  this  particular 
state  of  mind  special  conditions  are  required,  becanse  the 
eye  does  not  always  see  when  it  looks,  because  the  senses 
grow  tired,  and  that  to  excite  a  vivid  and  exact  impression 
in  tbe  mind  there  is  a  moment  to  be  seized  which  ia  not 
lasting.     But  for  all  thi.'^,  it  remains  do  lees  true  tjiat  intui- 
tion, from  this  point  of  view,  is  at  most  but  a  more  pene- 
trating  observation,  a  more   intense  perception  of  sensible 
[  realities ;   and   that,  conaequontly,  it  may  properly  be  an 
I  important  element  of  the  methoil  whose  object  is  to  give  ns 
tan  exact  knowledge  of  things,  but  not  this  entire  method, 
K^which    cannot  dispense    with  reflection,   comparison,   and 
reason. 

also    with  respect   to   intelleetu^   intuition,   to  that 


1  See  alia^iter  Uiiid,  Port  Second. 
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which  seizes  axioms  at  ,1  glance,  the  intuitive  metli 
still  but  the  point  of  departure,  the  rational  foundation  of 
the  deductive  method,  which  ought  doubtless  to  be  baaed  oa 
well -understood  priuci]  iles,  on  evident  propoBitious,  but 
which  constructs  00  these  principles,  by  means  of  reasoning, 
s,  whole  superstructure  of  science. 

295.   Intuition  in  its  Widest  Sense. — Bnt,  understood   I 
in  its  wide  sense,  is  intuition  even  then  the  principle  of  a    1 
distinct  method  of  instruction?  —  In  what  does  it  consist, 
outside  of  its  application  to  object  lessons  ?    M.  Buieson 
replies : 


a  certain  march  of  the  instruction  which  ri 
to  the  child  the  pleasure  and  the  profit,  if  not  of  discovery  ai 
aurpriae,  which  wouIJ  perhaps  he  promising  too  much,  at  least  of 
initiative  and  inteUectual  activity.'" 

The  intuitive  method,  then,  would  be  that  which,  accord-  j 
ing  to  the  saying  of  Ft'uelon,  "moves  the  springs  of  the 
chUd's  soul."  The  purpose  would  be  to  make  him  judge  by 
intuition,  after  having  taught  him  to  perceive  by  intuition. 
"  To  make  the  child  think,"  aaya  M.  Buiason  again,  "  would 
be  the  essence  of  the  intuitive  method."  But  is  not  this  to 
force  tlie  sense  of  the  word,  still  to  call  "intuition"  the 
personal  thought,  the  clear  and  exact  intelligence,  whioh 
results  from  the  efforts  of  attention,  the  active  participation 
of  the  pupil  in  the  instruction  he  receives?  Moreover,  if 
this  is  the  trae  meaning,  the  real  pedagi^ical  application  of 
intuition,  is  it  not  evident  that  there  is  here  no  method, 
properly  speaking,  a  method  always  supposing  a  series  of 
processes  and  of  means,  while  intuition  thus  understood  is 
but  the  general  character  which  pertains  to  all  instriiGtion?  I 

^  DioHonnaire  depfiLtiyogie,  article  already  cited. 
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Eaition  ouglit  to  acoompaDj  ali  parts  of  a  courae  of 

dy.  just  na  coUBciouanCBs  envelope  all  llie  phenomena  of 

I    external  world.     It  is,  so  to  speak,  the  soul  of  every 

'  method  ami   inepirea  all  teaching  wliifh  would  not  mei-ely 

drily  transmit  the  comtnonplacea  of  the  soul,    aa  the  light 

illumines  all  birttia,  but  provokes  the  light  and  warmth  of 

the  spirit,  and  through  instruction  aasures  education ;  but 

'  when  all  haa  been  aaid,  it  is  not  a  method.     To  eay  with  M. 

Buisson  that  it  consists  not  in  the  application  of  such  or 

I  such  a  procesa,   but  in  the  intention  and  general  habit  of 

I  making  and  permitting  the  child's  mind  to  act  in  conformity 

with  his  intellectual  inatinc.ts,  is  precisely  to  acknowledge 

I   that  it  ia  to  pedagogy  what  the  search  for  truth  is  to  science, 

I  snd   the   pursuit  of  the  beautiful  to  poetry,  —  an  ideal,  a 

supreme  end,  but  in  no  wiae  a  body  of  practical  means,  or- 

ized  into  a  method. 


i96.  Experimental  Method.  —  We  know  what  b 
have  been  rendered  science  by  the  substitution  of  the  ex- 
perimental method  for  the  method  of  pnre  reaaoning  and 
abstract  hypothesis.  The  natural  sciences  did  not  really 
exist  till  tbe  day  when  the  exjDerimental  logic  of  fiacon 
broke  with  the  old  traditions  of  the  syllogism,  and  perpet- 
uated a  revolution  which  the  scholars  of  tlie  sixteenth 
century  had  already  provided  for  ;  till  the  day  when  thinkers 
had  decided  to  observe,  to  experiment,  and  from  observed 
facts  to  make  a  patient  induction  of  the  laws  which  gov- 
erned them. 

Henceforth  sovereign  in  the  domain  of  the  concrete 
sciences,  when  the  discovery  of  truth  is  at  stake,  cannot 
the  experimental  method  be  transporteil  into  pedagogy  and 
applied  to  the  teaching  of  the  trutha  which  it  has  served  to 
discover?  In  other  terms,  in  order  to  form  and  to  instruct 
the  intelligence  of  the  child,  ought  not  lU%  9>£^>  o^  e^&incal^'^ 
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to  employ  the  process  es  i 
analogous  to  those  which  s 
itself? 

The  reply  cannot  be  doubtful,  and  it  is  easy  to  show  that  1 
the  methods  brought  into  prominence  by  the  educators  of  I 
the  last  century  are  but  different  forms  of  the  experimentfJ'  I 
method. 

What,  for  example,  is  the  so-called  intuitive  method,  bat  I 
a  constant  appeal  to  experiment  and  observation  ?  So  the  1 
method  whitli,  under  different  uaines,  ia  called  in  succession  J 
the  intuitive,  the  heuristic,  the  analytic,  or  the  inductive  I 
method,  and  which  always  consists  in  making  the  pupil  dis- 
cover the  truth  which  we  would  teach  him,  is  but  a  detached  ] 
fragment  of  the  great  experimental  method. 

In  a  word,  the  experimental  method  is  after  all  but  1 
another  and  more  pretentious  name  for  designating  th».l 
whole  or  a  part  of  the  inductive  method. 

297.  GENsaAi  Spiktt  of  a  Good  Method. — All  the  1 
considerations  which  precede  have  no  other  practical  utility  I 
than  ttiat  of  obliging  the  teacher  to  reflect  upon  the  princi-  I 
pies  of  instruction  themselves,  and  upon  the  necessity  of  I 
taking  into  account  both  the  nature  of  the  children  to  whom  I 
he  addresses  himself,  and  the  nature  of  the  knowledge  which  I 
he  communicatee. 

Let  no  one  imagine  that  it  is  sufficient,  in  order  to  teacli'l 
well,  to  know  the  abstract  distinctions  of  pedagogy.  Thel 
first  condition  for  being  a  good  teacher  is  always  to  possesffa 
a  thorough  knowledge  of  the  subject  which  he  has  to  teach- J 
An  English  educator,  M.  Laurie,  justly  observes,  "Ai 
teacher  himself  possessed  of  a  discipUned  intelligence  and! 
of  a  will  fortified  by  religion,  reason,  and  experii 
be  working  wisely  towards  the  production  in  otliers  of  than 
B-Jjlch  ia  in  himself,  and  be  unconactoualy  odaptLag  ius  { 
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esses  to  a  sound  method."^  But  however  well  endowed 
he  may  be  in  respect  of  instruction  or  intelligence,  he  will 
always  be  inferior  to  a  teacher  who  to  the  same  personal 
qualities  adds  that  which  gives  power,  assurance,  and  deci- 
sion, —  the  reflective  knowledge  of  the  natural  laws  for  the 
development  of  the  intelligence,  of  the  characteristics  of  each 
school  study,  and  consequently  of  the  methods  which  most 
easily  find  the  route  to  the  mind  and  are  best  adapted  to 
each  topic  of  instruction. 

1  S.  S.  Laurie,  Primary  Instruction  in  Relation  to  EducatioUy  1883. 
pp.  16, 16. 
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208.     Subordination     op     the    Different    Studies. - 
While    eauaing   the  differeut  branches  of  the  programme 
to  l>e    pursued   one   after   another,  and   each  by  itself,  tlie 
teacher  will  uot  lose   sight   of  this    general   principle,  that 
if  each  part  ought  to  be  Btudied  in  itself,  it  ought  to  be  — 
studied    also    in    view    of    the    whole;  that    is.  it    sfaoal^ 
contribute  to  the  general  education  of  the  mind,  awaket 
the  intelUgence,  and  furnish  it  with  good  habits  of  orderjll 
application,    and    consecutive    thinking.      This    remark 
applicable    to   reading    and   writing,    which   consdtute 
elementary  basis  of  all  instruction. 

299,  Keadino  and  Writing. — ^For  a  long   time  reac 
ing    and    writing,    along    with    number,     constituted 
entire  programme  of  the  primary  schools.      To-day   thesftll 
elementary    branches  ai-e    no  more  than  the  conditlonB'  of  I 
more  complete   studies,  which  respond  more  fully  to  the  i 
social  necessities  and  needs  of  human  nature.     According 
to  a  very  just  expression,  these  are  instrumental  knowledges ; 
that  is  to  say,  necessary  instruments  for    acquiring  oQier 
knowledge.      But  reading  and  writing,  while  they  are  but-B 
the  preliminary    means  of   instruction,  have    for   this 
reason  a  special  importance, 

300.  Their  Pi.ace  in  the  Courses  op  Study.  —  "  R 
ing    and    writing    are    necessarily    tha    foandatioD    of 
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inatmction  given  in  the  elementary  courses,"  aays  M. 
Gr^ard.  ''First  of  all,  it  ia  necessary  to  make  this 
primary  basis  secure."  But  reading  and  writing  remain 
till  the  end  of  the  primary  course  one  of  the  principal 
objects  of  the  teacher's  efforts. 

Even  at  the  beginning  and  in  the  elementary  coursei 
reading  and  writing  ought  not  of  themaelveB  to  occupy 
the  attention  of  the  child  to  the  exclusion  of  every 
other  study.  Different  exercises  in  language,  simple 
and  familiar  object-lessons,  the  clementB  of  drawing,  and 
notions  of  arithmetic  and  geography,  may  and  should 
aocompany  them. 

If  it  is  possible,"  says  M.  Greard,  "  to  begin  the  study  of 
numbers  almost  at  the  same  time,  it  i»  because  spelling  and  e 
meration,  and  the  tracing  of  letters  and  figures,  f 
^e  same  grade  and  almost  of  the  same  nature." 

Dreary  acliools  are  those  where  the  pupil  has  no  choice 
except  between  his  primer  and  his  copy-book  I  Were  it 
only  for  introducing  variety  into  this  monotonous  work, 
the  teacher  ought  to  furnish  the  child  with  other  occu- 
pations. 

Especially  should  we  recollect  that  he  is  not  merely  to 
moke  of  his  pupils  reading  and  writing  machiues,  but  that 
his  ever-present  thought  should  be  to  open  and  stimulate 
the  mind  by  positive  knowledge  and  by  moral  lessons. 

301.    DiFFEKEKT  GRADES  OF  READING.  —  Reading,  which 

i  been  defined  as  "the  translation  of  written  language 

tjnto    spoken    language,"    seems    a   very    simple    thing    to 

uhose  who  know   how  to  read ;  but  for  the  cliild  who  is 

learning    to   read,    nothing   is    more   complicated   or    more 

"  fflcult.'     "The    extent    and   complicacy   of   this    accom- 

it  na  "  the  art  of  pronouncing  words  at  sight  ol  . 
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pliahment,"  snvs  Mr.  BaiD,  '-  make  it  the 
even  when  not  commeuoed  very   early-"     When    the 
knows     his     letters,    over-i'oufident     parents    often    shoi 
victory    and    thiuk    thiit    the    whole    is    done-     The 
dillloulty,  liowever,  the  reading  of  words,  begins  only 
that   point.     Months   ure    often   required    for    the   pupil 
pasH  from  aayiug  his  letters  to  fluent  reading. 

We  ought  then  to  distinguish  different  grades  of 
ing :  The  first  grade,  where  the  pupil  learns  to  distil 
letters  and  to  know  their  names,  and  where  he  laborioasl; 
groups  them  in  order  to  pronounce  syllables  and  words ; 
the  second  grade,  where  the  pupil  reads  fluentlv,  without 
hesitation,  without  feeling  his  way  ;  the  third  grade, 
responding  to  wiiat  is  called  exiiressive  reading. 

302.  Caution  as  to  the  Importance  op  PAEncm 
Methods.  —  In  the  teaching  of  "elementary  reading, 
in  all  parts  of  instruction,  we  must  be  on  our  guard 
ftgainst  the  superstition  of  method.  In  truth,  the  spirit 
which  animates  the  teacher,  and  the  intellectual  and 
moral  qualities  which  distinguish  him,  will  always  be 
worth  more  than  the  best  processes.  Iiakanal,  speaking 
of  a  commission  which  the  Council  of  the  Five  Hundred 
had  called  for  the  composition  of  elementary  books,  ex- 
pressed the  opinion  that  there  was  not  in  France  a  single 
good  book  on  the  art  of  teaching  to  read  and  write.  "  Up 
to  this  time,"  he  said,  "  it  is  the  patience  of  teachers  and 
pupils  that  has  done  all."  But  notwithstanding  the 
progress  that  has  been  accomplished,  and  though  we  are 
to-day  provided  with  a  great  number  of  gooii  methods,  it 
is  still  upon  the  patience  and  skill  of  the  teacher  that  we 
must  mainly  count.  The  teacher  ought  to  know  how  to 
give  animation  to  the  reading  lesson,  to  interest  the  pupil 
in  it,  aad  if  possible  to  make  attractive  an  exercise  which 
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rin  itself  is  dreary  and  mutiotonouB.  He  will  already 
have  done  much,  if  he  has  been  able  to  inspire  his  pupils 
with  the  desire  of  learuing  to  read. 

This    ia   what   Rouseeau   said,    thoQgh    with    his    usual 


ado  has  been  made,"  he 


r  finding  the  beat 


method.^  of  teaching  to  read.  Cabinets  and  charts  hare  been 
invented,  and  the  child's  room,  turned  into  a  priuting-offlce.  Locke 
wonld  have  him  learu  to  read  with  dice.  Was  cot  this  a  happy 
invention  ?  What  a  pity  I  A  surer  means  than  all  this,  but  one 
which  is  always  forgotten,  is  the  desire  to  learn.  Give  the  child 
this  desire,  and  then  put  aside  your  cabinets  and  your  dice;  every 
method  will  then  succeed  well  with  him." 

I  To  the  same  effect  it  has  often  been  remarked  that 
methods  of  reading,  even  the  best  contrived,  produce 
results  only  through  the  maimer  in  whioh  they  are 
applied. 
"In  this  jwrt  of  instruction,  as  in  all  the  others,  the  value  of 
the  process  is  determined  by  the  teacher  who  applies  it.  A  given 
instructor  has  obtained  in  his  school,  through  the  use  of  means 
whiah  he  has  devised,  the  most  satisfactory  results. 

"  Under  his  direction  generations  of  pupils  have  been  instructed 
with  leas  effort,  no  doubt,than  would  have  been  requiredelsewhere; 
and  he  yields  to  the  temptation,  certainly  very  natural,  to  embody 
in  a  little  book  the  method  which  he  had  invented  for  himself, 
Emd  by  thb  means  he  hopes  to  render  to  the  pupils  whose  masters 
Bhall  adopt  it  the  same  aervioe  wliich  he  has  rendered  his  own. 
Unhappily  the  result  does  not  always  meet  his  expectations."' 


303.     Description  op  the  Principal  Wats  op  Tbacb- 

Sjg  to  Read.  —  On  first  glancing  at  the  innumerable  proo- 

I  wliich  tlie  fertile  ingenuity  of  educators  has  succes- 


Mile.  Chalamet,  op.  cit.,  p.  165. 
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Bivel;  brought  iuto  use  for  teaching  to  read,  which  faehii 
has  patronized   !>;  turns,  we  might  be  tempted   to  tbii 
that  it  is  impossible  to  reduce  to  unity  this  ehaoa  of  spel 
ing-booka  and  cliarts  of  every  deaeriptioti.'    After  a  little 
more   reflection,  however,  we  become   convinced  that  this 
diversity!  apparently  infinite,  is  dne  rather  to  modifications 
of  detail,  and  to  acoeasoi'y  and   euperflcial  combinations, 
than  to  essential  and  profound  differences. 

The  first  obvious  distinction  is  that  between  systei 
where  the  teacbing  of  reading  is  kept  separate  from  every- 
thing else  and  administered  wholly  by  itself,  and  methods 
that  have  been  very  popular  for  a  few  years  past,  especially 
in  Germany,  which  combine  the  teaching  of  writing  with 
that  of  reading. 

Let  us  first  consider  the  processes  in  which  reading  is  m 
connected  with  writing.  By  leaving  out  of  account  the 
cessory  aids  which  introduce  complications  iuto  them,  thee 
may  be  reduced  to  two,  the  method  by  spelling  and 
metliod  b;  direct  syllabication  without  spelling. 

304,    The  Method  by  Spelling  (Alphabetic  Hethod)  j 
— The  method  most  generally  employed  in  France,  notwitfi 
standing  the  criticisms  that  have  been  made  of  tt, 
old  way  of  teaching  to  read,  which  consists  first  in  havi 
the  letters  named  instead  of  having  them  pronounced,  t 
then  in  having  tbeiA  grouped  in  order  to  form  syllables 
them. 

"  When  we  reflect  on  all  the  difficulties  which  this  method  i 
sents,  on  the  effort  of  abstraction  it  requires  of  childre 
iabor  which  the  ciecompositiou  aad  the  i-ecamposition  of  syllabla 

'  On  the  history  of  the  difEerent  Bjstems  of  reading,  see  the  ezoA 
lent  article  Lecture,  by  M.  Guillaume,  in  the  Dictionnaire  depi 
also,  Hall's  Uvw  to  teadt  Beading,  Boston,  I88T. 
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^H^QiW,  on  the  impoasibilit;  for  tha  pupil  to  grasp  the  correspond- 
Kfice  between  the  letters  told  one  after  another  and  the  compoaite 
Epond  which  results  from  them ;  we  are  astonished  that  with 
fciroreases  ao  defective  children  ever  learn  to  read.  '  Whoever 
^xnows  how  to  read,'  sajB  Dnclos,  '  knows  the  moat  dilhciill  art,  if 
B>e  has  learned  it  by  the  common  method.'  "  i 

I  305.  The  Old  and  the  New  Spblling.  —  Each  letter 
Hfaae  received  a  name,  but  this  name  rtuea  not  correspond  to 
nlie  relative  value  which  it  Las  as  a  sound  in  the  composi- 
Btaon  of  words.  Hence  the  defect,  poiuted  out  two  centuries 
■  .Ago  by  tbe  grammariaus  of  Fort  Royal,  In  the  old  method  of 
■'Spelling. 

I     "  By  pronouncing  the  consonants  separately  and  making  children 

^mame  them,"  says  Guyot,  "  there  is  always  joined  to  them  a  vowel, 

Hiamely  e,  which  ia  neither  a  part  of  the  syllahle  nor  of  the  word, 

Kknd  it  thus  happens  that  the  sound  of  the  letters  as  they  are  pro- 

Ktounced  is  entirely  diflerent  from  that  of  tlie  letters  combined. 

HPor  example,  the  child  is  made  to  spell  the  word  ban,  that  is  com- 

K  posed  of  three  letters,  b,  o,  n,  which  he  pronounces  one  after  the 

other.    Now  ?J,  pronounced  alone,  is  6e;o  pronounced  alone  ia  still  o, 

for  it  is  a  rowel;  but  n  pronounced  alone  is  ene.     How,  then,  is 

the  child  to  understand  that  all  these  sounda,  which  he  has  been 

made  to  pronounce  separately  by  naming  these  three  letters  one 

after  the  other,  make  but  the  single  word  ban  f    lie  has  been  made 

to  pronounce  three  sounds,  which  have  been  distinctly  impressed 

on  his  ear,  and  he  is  then  told  to  unite  these  three  sounds  and 

make  one  of  them,  namely,  bon,     Aud  Gnyot  proposed,  in  order 

to  remedy  this  difficulty,  that  the  consonants  should  be  called 

only  by  their  natural  sounds,  by  merely  adding  the  silent  e,  which 

1  is  necessary  for  pronouncing  them."  ' 

The  new  eystem  of  spelling,  then,  gives  to  the  letters  a 

M.  BuiBSon,  Rapport  sur  I'inatruetifm  primaire  a  I'EXpoiition  uni- 
■Ktli  de  Fteune.  1876. 
Qrammaire  g^n^rale  de  Port  Royal,  Chap.  VL 
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Bound  which  more  nearly  approaches  their  relative  Talae. 
Besides,  it  dccuttipoBes  the  syllable  into  but  two  parts,  the 
louiid  and  the  articulation,  without  taking  account  of  the 
number  of  letters  which  ent«i'  iiit«  the  composition  of  either. 
The  advantage  of  the  method  by  apelling  [alphabetic 
methotl]  is  that  it  is  a  goiHl  preparation  for  the  study  of 
orthography.  But,  on  the  otiier  hand,  as  a  method  of  reading 
properly  so  called,  it  is  evidently  longer  and  more  difficult. 
But  nothii^  prevents  its  from  returning  to  speUing  a  little 
later,  when  it  becomes  indispensable  for  the  study  of  or- 
thography, and  the  first  difflcaltiea  Lave  been  overcome. 
Ut.  Bain  has  justly  remarked : 

"  Much  atresa  is  now  laid  by  teachei'a  on  the  point  of  bcgmnmg 
to  pronomice  short  words  at  aight,  without  spelling  them,  and  a 
strong  condemnation  is  uttered  against  the  old  spelling  method. 
The  difference  between  the  methods  is  not  very  apparent  to  me  ; 
after  a  few  praUminary  steps,  the  two  must  come  to  the  same 

306.  Phonetic  Methods.  —  But  there  has  become  popu- 
lar, particularly  in  Germany,  in  opposition  to  the  alphabetic 
method,  a  system  which  consists  in  making  the  pupil  grasp 
and  reproduce  the  sound  of  each  letter,  without  naming  the 
written  sign  which  represents  it.  Front  this  principle  has 
Bprimg  a  great  number  of  different  methods,  all  of  which  are 
connected  with  the  idea  of  stcUUfgte,  or  imme<liate  reading 
■witiiout  previous  spelling.^  These  are  also  called  methods 
by  Bi/Uahication,  because  they  present  to  the  pupil,  not  iso- 
lated letters,  but  syllaliles. 

Thus,  by  tlie  old  system  of  spelling,  the  word  infant  has 
.   Bis  elements,  i-n-f-a-n-t ;  by  the  new  system  of  spelliug  it 


II  a.  Science,  p.  240. 
'  Foi  statjlcgie,  see  the  Dietionaaire  de  iK!dagogie,  article  Laffoiie. 
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Ibas  three  elemeuts,  iii-f-ant  ;  while  by  the  method  without 
■felling,  the  word  has  but  two  elemeuts,  in-fant.' 

E  307.  Synthetic  and  Asalttic  Methods. — Educators 
lirho  freely  use  and  abus^  the  words  analysis  and  Bynthests, 
B)Rve  shown  no  anxiety  to  omit  theae  favorite  expreBsions  io 
Nie  names  which  they  have  applied  to  the  different  systems 
Hpf  reading ;  and,  to  tell  the  truth,  the  nature  of  the  subject 
ferould  here  justify,  more  than  anywhere  else,  the  use  of 
Hbese  terms. 

K    A  word,  in  fact,  is  a  compound,  like  the  bodies  which 

Kphemistry  analyzes.     It  is  formed   of   elements,  which  are 

plettera ;  bo  that  by  analogy  with  methods  in  chemistiy  it  is 

allowable  to  i^all  analytical  the  method  which  consists  in 

presenting  at  first  tiie  whole,  the  entii'e  word,  in  order  to 

decompose  it  into  its  elements  ;  and  to  call  synthetic  the  re- 

Ljrerae  process,  which  first  requires  the  letters  to  be  teamed, 

a  order  to  form  syUablea  of  them,  and  afterwards  to  oon- 

mct  words. 

It  is  in  this  sense  that  most  teachers  define  the  analytic 
tad  synthetic  methods  of  reading. 

"The   analytic   method,"  says    M.   Horner,  "starts    from    the 

a  order  to  reach  the  parts ;  it  drills  pupils  in  first  reading 

e  word  rose  as  a  whole,  then  by  syllables,  ro-se,  wlieuce  it  de- 

fioends  to  the  ultimata  elements  of  this  word ;  that  is,  to  the  letters. 

"  The  synthetic  method  consists  in  starting  from  the  ultimate 

elements  of  words,  in  order  to  reach  the  syllables;  from  syllables 

OiB  pupO  passes  to  words,  and  from  words  to  sentences."  * 

From  this  distinction  it  follows  that  the  so-called  synthetic 
lethod  corresponds  to  the   old   methods.     "The    analytic 

'  Jacotot,  instead  of  starting  with  the  letter  and  the  Hjllalile,  starts 
irltli  tbc  word  as  a  whole.    See  J.  Jacotot  et  sa  i[ithod&,  par  F^z,  p.  04. 
^  mx.  Homer,  op,  eU.,  p,  111,  et  seg. 
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melbod,  on  the  contrary,"  saya  M.    Homer, 
known    Sd    French   schools,  is  universally  practised, 
least  reconamended,    in   Germany  and   in   French  Switzer 

Bnt   the   words  analysis  and    synthesis  are  so  Tery  oIk| 

Bcure,  and  so  difflcult  to  handle,  that  a  French  educational 
authority,  M.  Brouard,  asserts,  to  the  contrarv  effect,  thaSi 
in  the  analytical  methods  we  decompose  the  syllable  into  alll 
its  elements;    and  he  thus  confounds  them  with  the  "old! 
methods." "     According  to  the  same  aiitlior,  the   synthetioj 
method,  whose  esaentlal  characteristic,  if  we  may  trust  t 
declarations   of  Swiss    and   Belgian   educators,  is  to   stai 
from  the  simplest  element,  the  letter,  in  order  to  rise  to  tht^ 
different  groups  which  constitute  syllables  and  words,  - 
synthetic  method  "should  not  decompose,  or  should  decom 
pose  as  little  as  possible." 

Perhaps  this  example  of  confusion  and  absolute  contradio* 
tion  in  the  use  of  the  same  terms  will  finally  convin 
readers  that  it  would  be  best  to  renounce  forever,  in  tho'l 
language  of  pedagt^y,  those  fine  terms  analysis  and  syn- 
thesis. If,  however,  any  one  feels  bound  to  preserve  them, 
in  order  to  distinguish  the  different  procedures  followed  in 
the  study  of  reading,  we  do  not  hesitate  to  say  that  the  onl 
logical  signification  which  can  be  given  to  them  it 
from  Swiss  pedagogy  which  we  have  noted. 

808.  SracLTANEODs  Teaching  of  Readins  and  WmriNO^ 
—  It  must  not  be  supposed  that  the  system  which  associate 
and  combines  the  teaching  of  reading  with  that  of  writu 


'  This  Ib  bIho  a  preTailing  method  in  American  HChools  of  the  b 
clMS.    See  Appendix  C,    (P.) 

'  Mr.  Brouard,  Inspection  des  ^eolea  priniaira.  p.  232.    M.  Gnilla 
hi  the  Dicttonnaire  de  pfdagogie  says  to  che  contrary  and  with  p 
"  Hie  moBt  iuiaieat  method  proceeded  by  eyathosls." 
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Bud  attempts  to  facilitate  and  auimate  each  by  the  other,  is 

■  anything  entirely  new.  In  his  Alphahe.t  pour  lea  enfanta 
I  (1750),  Delftunay  recommenda  parents  "to  put  the  pen  in 
I  the  child's  hand  the  moment  he  begins  to  read."    Montaigne 

■  relates  that  be  was  taught  to  read  and  wnte  at  tbe  same 
f  time;  and  Jacotot  alao  associated  the  teaching  of  reading 
I  with  writing. 

■  But  it  is  chiefly  within  the  last  few  years  that  this  method 
I  has  gained  credit  and  reputation,  at  least  in  theory. 

I  "For  forty  years  past,"  says  a  German  educator,  "  there 
ft  has  been  produced  but  one  review  article  in  favor  of  the 
I  old  systems  by  spelling ;  but  notwithstanding  this,  the  alpha- 
I  betic  method  is  still  taught  in  peiitaps  half  the  schools  of 
I  Germany,  at  least  of  the  rural  schools."' 
I       M.  Buiason  describes  this  process  as  foUows ; 

I  "lu  the  new  system  of  iuatruction,  a  pretty  little  Ulustrat«d  book 
W-h  given  the  child.  This  ia  his  firat  book,  and  yet  it  does  not  begin 
l<with  the  alpliahet,  hut  with  pictures,  as  of  a  wheel,  a  nesl,  or  a  bat. 
B"  Above  the  object  neatly  drawn  is  the  name,  written  in  large  letters ; 
Kit  is  always  a  short  and  easy  word,  such  as  Vogel  calls  a  nunnal' 
Kword.  The  teacher  speaka  to  his  pnpila  of  the  object  which  they  see 
Before  them,  both  drawn  andwritten;  and  he  then  shows  them 
I  the  characters  used  to  write  the  name  of  that  object.  Ha  next 
f  writes  the  entire  word  ou  the  board,  in  order  to  decompose  it  be- 
B-fore  their  eyes,  and  make  them  proaomiee  each  vowel  by  itself,  bo 
H.&s  to  show  ti   m  1       tb  t        dil     t    th      by  a       t    f 

B  guess-work  h       tthmthtf,p      twco  wdm 

F  which  are  f       d  th     sa  d  d  eq       tly   tl  mo 

letters ;  and  fi     Uy  h        t     tl  to  1     k    g         th        h     ks,  h    e 

and  there,  f       h        telkth        mhhthyh         just  1     n    d. 
Tins  is  the        th  t  d     f  th  d  th  H    t     f  the 

.   band  is  its  immediate  complement,  and  very  often  the  beginumg  la 

B      >  Quoted  hy  M.  Bnlsson,  Ei^iport,  p.  156. 

fc     'Balwwn.  IMd.,  p.  164.  I 
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made  vHh  tbis.    The  teacher  traces  npon  the  blackbtiaTd  a  fs#l 
horizontal   and  vertical  lines,  and  teaches  tlie  children   a   small  I 
number  of  conventional  t«i-inH  which  he  will  have  need  to  use,  such  ' 
as  (itinie,  below,  to  the  right,  to   the   left,  short,  long,  etc. ;  and   then, 
when  all  have  taken  the  pen  in  hand,  he  dictates  to  tlie  whole 
class  the  movementa  to  be  made,  that  is,  the  lines  to  be  traced. 
The  pupils  thus  write  in  unison,  and,  as  it  were,  under  military 
orders.     This  curious  exercise  is  much  easier  for  them  thau  for  ^ 
US ;  first,  because  the  characters  of  the  German  running'band  arsl 
almost  exclusively  rectilinear,  and  then  because  the  child  has  gen- 1 
erally  been  prepared  in  the  Kindergarleribj  the  little  patterns  ai9 
Froebel,  so  that  for  him  writing  is  but  a  new  application  of  the  J 
some  exercises.     He  thus  learns  to  read  and  write  simultaneously,  I 
vhile  continuing  the  pattern  work  of  the  Kindergarten"  ^ 

We  admire  the  ingeoioua  art  which   preaideB  over  Uie'fl 
organization  of  such  a  scheme  of  instruction,  in  which  ihoM 
work  of  tlie  hands  is  associated  with  the  exercise  of  bearingj 
and  seeing ;  in  which  the  effort  of  the  representative  imagi-4 
nation,  which  reading  involves,  is  aided  by  the  physical  ao^4 
tivity  which  is  required  by  t)ie  practice  of  writing ;  in  whici^fl 
writing  itself  ie  facilitated  by  the  preparatory  exercises  i 
drawing,  and  in  which,  finally,  there  are  skillfully  connected^ 
with    the    study  of    language    signs  little    oliject-leasona, 
which   give   the   pupil    some   variety  and   some   attraction. 
One  might  be  very  glad  to  prefar  this  living  and  animated 
method  to  tlie  ordinary  processes  which  impose  on  the  diilil  ■ 
"  an  endless  rupetition  of  sounds  aud  unions  of  soimda  whii^tfl 
signify  nothing  to  the  mind,  and  a  pitiless  re|;)etition  o9 
those  monotonous  spelling  exercises  which  are  followed  bJ 
the  no  less  tedious  exercises  in  writing  on  slate  or  paper.^9 
Perhaps  the  day  will  come  when  tliia  ideal  method  will  bd 
generally  |iracticed  in  our  schools ;  but  we  see  what  effortm 
it  requires  on  the  part  of  the  teacher.     As  a  matter  of  fact  J 

'  M.  BulBton,  Bappwt.-p.  164. V 
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geDeral  characteristic  of  Die  reforms  which  have  been 
suggested  to  the  art  of  teaching  by  the  modern  apirit  of 
iunoTation  and  progress  is  to  put  upon  the  teacher  all  the 
labor  from  which  the  pupil  has  beea  relieved.  It  is  uot  then 
to  be  expected  for  a  long  time  yet,  tiiat  the  method  which 
we  have  just  described  can  be  made  general  in  our  public 
schools.  Let  it  be  added  that  wiintever  effort  we  make, 
whatever  ingenious  invention  we  employ,  to  relieve  the  child, 
we  shall  never  succeed  in  suppressing  in  the  teaching  of 
reading  all  of  the  artificial  and  the  mechanical  that  is  in- 
Tolved  in  it.  There  can  never  be  a  method  of  reading  per- 
fectly natural  and  rational,  for  the  excellent  reason  that 
letters  are  conventional  signs,  and  that  there  is  no  natural 
correapondence  between  these  signs  and  the  ideas  which 
they  express. 

309.  Different  AppLicATiONa  of  this  Method.  —  But 
I  theory  always  anticipates  practice,  at  least  cuatouiary  prac- 
tice, and  foreign  teacJiers  akeady  distinguish  two  different 
ways  of  applying  the  aiumltaneoua  teaching  of  reading  and 
writing,  according  as  tlie  analytic  mode  or  the  synthetic 
mode  of  procedure  is  followed.  We  shall  not  here  apeak  of 
what  are  called  the  ayjithetia  method  and  the  analytkO'syntheHc 
method  of  script  reading,^  Let  lis  simply  preserve  from  all 
these  tentatives  the  generM  idea  which  dominates  them ; 
namely,  that  writing  being  relatively  easier  and  more  attrac- 
tive than  reading,  it  is  well  to  carry  on  these  two  exercises 
simultaneously.  Let  no  one  object  that  script  letters  i 
different  from  printed  letters.  All  who  have  taught  by  this 
method  are  unanimous  in  declaring  that  the  transition  from 
script  to  print  presents  no  diQIculty  for  the  child ;  but  let  us 

1  On  tbia   subject  see   Interesliug  details  in  Uie  Bapporl   of   M. 
Bulaaon,  already  noted. 
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not  expect  that  tlie  cliild  will  learn  to  read  by  putting  into  1 
his  hands  the  pencil  or  the  pun.  I 

"The  fixing  of  the  visible  impressions  of  the  alphabet  ia  has-  J 
tened  ii  the  pupil  ia  a idhcientl;  advanced  in  the  power  of  the  hand  I 
to  draw  the  letters  with  chalk  or  with  slate  ponciL"'  I 

310.  Accessory  Phocesses.  —  What  adds  to  the  apparent  ] 
multiplicity  of  methods    for  reading  is  the  accessory  pro-  1 
COBBOB  which  have  been  added  to  them,  to  fix  and  BUstain  J 
the  child's  attention.     Such  are  the  Gervais  system,  where  J 
slicjing  cards  serve  to  group  the  letters  into  syllables ;  tha  I 
Cfa^ron  apparatus,  which    replaces  the  tapes  and  cardB  by  I 
standards ;    the    Neel    charts,    which    simplify   the   use    of  I 
standards ;  the  Lambert  method,  where   of  two  concentric  I 
irheelB  one  presents  the  articulations  and  the  other  the  sound ;  I 
the  Maitre,  where  two  tapes  unroll  to  serve  the  same  pur- 
pose ;   the   Mignon  method,  which  employs  a  mnral  chart 
with  movable  characters ;  the  Tliollois  method,  which  is  a 
reproduction    of   the    typographic  cabinet  of  Dumas;'  the 
picture    methods  of    Kegimbean,  of   Larousse,  and  others.   J 
Such  again  ia  the  Pkonomimie  process.  1 

311.  Phonomimic  Process. —The  principle  of  this  proc- 
ess is  not  new.  Comenius  bad  already  placed  at  the 
beginning  of  his  Orbis  Pictiis  a  picture- alphabet,  in  which 
to  each  letter  there  corresponded  tlie  cry  of  an  animal,  or 
rather  a  sound  familiar  to  the  child.  This  is  the  same  idea 
which  inspires  the  phonomimic  process  of  M.  Grosselin, 
applied  by  Madame  Pape-Carpantier  in  her  spelling-book  J 
for  the  use  of  kindergartens.  Letters  of  the  alphabet  are! 
there  associated  with  phonoirJinic  gestures, 

1  Bain,  op.  cit.,  p.  338. 

■  Bee  Compa^ie't  Hiatorj/  nfPeAOQogy,  p.  239, 
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GenebaIi  Advice.  —  Whatever  may  be  the  method 
employed,  the  teacher  should  be  anxious  above  all  else  to 
introduce  intelligence  and  life  into  the  reading  lesson.  Let 
him  not  call  into  play  merely  the  mechanical  memory  of  the 
child,  but  let  him  interest  his  otlier  faculties,  as  his  judg- 
ment and  his  imagination.  The  lesson  should  be  short,' 
interrupted  if  need  be  by  questiooa  to  animate  it  and  by 
diversions  to  make  it  pleasant.  Let  us  not  forget  tbat  read- 
ing is  the  child's  first  introduction  to  study,  to  scbool  work. 
Let  us  take  care  that  this  first  effort  be  not  too  difficult  for 
him,  and  tiiat  he  be  not  forever  disgusted  with  study  by  hia 
disagreeable  apprenticeship  to  reading. 

313.  Fluent  and  Exphessive  Reading.  —  Fluent  read- 
ing is  one  of  the  most  important  eserciaea  of  the  primary 
school.  By  this  means,  in  fact,  the  child  not  only  becomes 
accust<aned  to  overcome  the  difBculties  of  reading  proper, 
but  he  is  learning  bia  native  language,  acquiring  useful 
knowledge,  and  taking  account  of  the  meaning  of  words. 

The  choice  of  a  good  book  for  fluent  reading  is  of  capital 
importance, — -it  is  the  " walking- beam  of  the  whool."  In 
making  use  of  the  books,  let  the  teacher  explain  in  advance 
the  subject  which  is  about  to  be  read,  and  carefully  illustrate 
all  the  terms  employed. 

"  The  reading  lesson,  with  eiplanations,"  says  an  Inspector- 
General,  "is  one  of  the  most  enGoniaging  signs  of  the  progress 
that  is  being  made  in  our  primary  instruction.  Doubtless  this 
explanation  is  often  dry,  confused,  purely  granimaticai,  texicologi- 
eal;  but  it  is  a  germ  which  will  develop  itself.  .  .  .  This  will 
be  the  most  hving  and  vivifying  part  of  the  programme,  when  aU 
teachers  Lave  comprehended  the  necessity  of  ma^iDg  a  daily  and 
painstaking  preparation  for  it."  * 

'  M.  Rendu  admits  that  ihe  reading  lesson  may  be  without  ii 
from  twenty  to  thirty  mlnut«a. 
page  71. 
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Expressive  Readinh.  —  "  ExpreBsive 
saye  M.  Rouaselot,  "  is  natural  reading,  wh( 
adapted  to  the  ideaa  and  seDtimeuta  expressed  in  the  select-' 
tlun  read."  Without  wishing  to  transform  our  schools  into 
conservatories  of  declamation,  there  is  ground  for  complaint 
that  teachers  generally  give  so  little  attention  to  the  art  of 
reading.  American  teachers  give  this  subject  much  more 
attention  when  they  require  "that  the  child  read  with  feel- 
iog,  iutelligeuce,  and  grace ;  that  he  understand  what  the 
author  intended  to  express ;  that  he  enter  into  the  spirit  of 
the  piece;  and  that  he  have  the  command  of  hia  voice." 

"  Every  teacher  should  be  a  good  reader.  Not  more  than  one  w 
every  hundred  among  teachers  can  now  be  called  a  good  reader."' 

315.  Critical  Obsekvations  on  the  Teaching  of  Read- 
ing. —  We  boiTow  from  the  Rapportu  of  the  Inspectors-Gen- 
eral a  certain  nomber  of  critical  obaervations  gathered  from 
actaal  practice,  which  mark  with  precision  some  of  the  most 
common  faults  in  the  teaching  of  reading : 

"The  reading  exerciae  is  not    made  intelligent   enough; 
explanations  with  which  it  ought   to   be   accompanied  are  fra- 
quently  lacking.     The  reading  is  lieavy  and  roonotoaoas.    The 
delivery  is  inarticulate,  dull,  and  confused.     The  teacher  does  not 
always  feel  hiniaelf  obliged  to  take  the  lead  in  reading  or  to  give 
a  model  for  imitation.    The  reading  lesson  is  but  a  mechanical  , 
exercise  which   lea<ls  to   no   useful  results.      The   children  read  J 
poorly,  because  they  do  not  understand  what  they  read.     InbntI 
few  schools  is  tiie  reading  expressive  and  well  explained.     Chikl 
dren  seem  to  read  as  though  they  were  mnning  a  race ;  they  read,  I 
for  the  sake  of  reading,  and  read  too  rapidly,  as  though  the  only  V 
purpose  were  to  limber  the  tongue  and  the  throat  of  the  popil,  J 
Many  teachers  imagine  that  the  child  ought  to  write  only  ^ 
knows  bow  to  read." 

'  Page,  raaory  amlPr<«aw(rfT'ea«iWmB,T:Mfe.>.t*.— 
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816.  Proofs  of  Pkogress.  —  By  the  side  of  the  fa\iltB 
just  pointed  out  let  us  place  the  commendatioiiB  given  to 
certain  sebools  and  the  proofs  of  the  progreBs  that  has 
been  made  in  many  places : 

"The  new  methoci  of  spelliug  is  alone  in  use.  The  method  in 
nae  is  becoming  more  rational,  and  the  process  less  mechanical. 
Writiog  and  reading  taught  simultaneously  lend  each  other 
mutual  aid.  The  teaching  of  reading  and  writing  takes  place  at 
the  blackboard,  to  the  great  joy  of  the  children.  Mechanical 
reading  has  been  succeeded  by  reading  that  is  more  inteUigent, 
better  understood,  explained  by  the  teacher,  and  often  siunmO' 
rized  by  the  pupU.  Teachers  begin  to  understand  that  good  read- 
ing should  be  the  basis  of  all  other  work;  some  make  a  carefnl 
preparation  for  each  lesson." 

317.  The  TEiCHran  of  Wbitino. — All  educators  are 
I  now  agreed  that  the  child  ought  to  be  drilled  io  writing  from 
I  the  moment  he  enters  school,  and  that  he  should  not  wait 
f  for  this  until  he  has  learned  to  read  fluently.  More  and 
I  more  the  truth  of  this  pedagogical  a.\iom  will  be  recognized, 
that  drawing,  writing,  and  readiDg  need  one  another  and  are 
,  mutually  helpful. 

e  other  hand,  it  is  not  useless  to  recollect  that  the 
I  Trriting  lesson  itself,  however  nieclianical  it  may  be,  may 
V  iKcome  for  the  teacher  an  occasion  for  calling  the  attention 
I  of  hia  pupils  to  the  meaning  of  the  words  which  he  copies, 
I  and  to  the  moral  significance  of  the  sentences  which  he 
I  writes.  From  this  point  of  view,  the  choice  of  copies  pre- 
f  sented  to  the  child  is  of  some  importance.* 

e  disposed  to  think  that  all  instruction  may  have  a  disci- 
plinary aim,  and  il  is  for  this  reason  that  the  choice  of  copies  is  not 
an  indifierenC  matter.  But  it  sepms  to  ns  an  exaggeration  to  admit, 
with  certain  tpacliers,  that  the  atudy  of  writing  can  develop  the  as- 
Uietic  sense,  and  consequently  can  exercise  a  &a\\i!>:a3:^  v 
the  moral  nature  and  train  the  judgment.  _ 
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318.  DiFi-EREST  Processes.  ^Properly  speaking,  therefl 
are  no  distinct  metbods  for  teaching  writing  ;  there  are  only  1 
different  procesaeB.  The  principal  are  the  use  of  tracing*  I 
copies,  the  imitation  .of  models,  and  prepared  copy-books.  J 
It  is  astonishing  that  certain  teachers  etill  recommend  trac-  I 
ing-copies  and  the  use  of  black  lines.  This  is  the  t-ase  with  ] 
M.  Rendu,  who  is  very  witling  to  acknowledge,  however,  I 
that  the  practice  should  be  at  once  abandoned  the  moment  I 
the  child  has  become  somewjjat  accustomed  to  write.  I 

The  imitation  of  models  leaves  the  child  to  bis  own  1 
powers,  and  at  first  constitutes,  perhaps,  an  exercise  that  is  I 
too  difficult.  As  soon  as  possible,  however,  there  must  be  I 
a  resort  to  this  process,  either  by  presenting  tbe  pupil  with  J 
copies  upon  paper  or  by  tracing  letters  and  words  upon  the  I 
blackboard,  —  a  practice  which  has  this  advantage,  among  J 
Others,   of  facilitating  collective  teaching.  I 

Prepared  copy-books,  where  the  child  at  first  has  but  to  1 
make  traces,  but  where  the  guiding  lines  become  more  and  1 
more  rare  in  proportion  as  the  pupil  advances,  are  the  I 
method  which  is  best  adapted  to  tJie  inexperience  of  begin-l 
ners.  This  system  is  a  combination  of  tracing  and  imitci-  I 
tion,  the  one  which  is  recommended  by  the  Conduite  det  fl 
icoles  chrelie.nnes.  This  may  at  once  be  admitted,  on  con- 'I 
dition  that  we  do  not  prolong  too  far  this  over-^reeable  € 
exercise.  "The  pupil,"  says  M.  Berger,  "  ought  as  soon 4 
BB  possible  to  be  drilled  in  freely  imitating  the  copies  and  j 
in  accustoming  himself  somewhat  to  walk  without  leadlngi  1 
strings."  I 

lu  the  teaching  of  writing  another  difference  comes  from  I 
■     the  use  of  slate  and  pencil,  or  of  paper  and  pen.     Festalozzi,  1 
who  made  writing  subordinate  to  drawing,  strongly  reeom-  \ 
mended  the  use  of  the  slate,  because  the  child  handles  the 
pencil  more  easily  than  the  pen,  and  because  upon  the  slate 
io  more  easily  effaces  his  miatakes.    On  the  other  1 
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M.  Brouard  remarks  that  the  elate,  "  the  paper  of  the  poor," 
is  never  more  thaa  au  expedient,  and  that  its  use  makes  the 
hacd  awkward  and  sti^ens  the  fingers. 

319.  CoNDrrioNS  NECKSSAKr  fob  Learning  to  WErrE 
Well. — Power  of  representative  imagination,  a  clear, 
exact,  and  complete  conception  of  the  forms  to  be  traced, 
ia  one  of  the  conditions  necessary  for  learning  to  write. 
Another  condition  is  that  deftness  of  the  band  which 
is  in  part  natural,  but  which  ia  also  acquired  by  sufficient 
exercise,  and  precautions  that  may  be  taken  to  secure  a  cor- 
rect position  of  the  body  and  a  proper  holding  of  the  pen. 

According  to  the  Manuel  of  M.  Rendu,  the  elements  of  a 
correct  position  for  writing  are  the  following  : 

"  The  body  straight,  perpendicular,  upon  the  beiicli  aa  one  sita  at 
tAble; 

"The  limlis  advanced,  not  crossed  nor  bent  backward; 

"  The  left  arm  oblique  upon  the  table,  supporting  the  body,  the 
hand  flat-wiae,  the  fingers  upon  the  copy-book  to  adjust  it  prop- 
erly; 

"The  eopy-book  a  little  inclined  to  the  left; 

"The  rigid  arm  free  in  its  movements,  about  two-thirds  upon 
the  table,  separated  from  the  body  by  a  band-breadtb ; 

"The  pea  between  the  first  three  fingers,  extended  without 
being  rigid ; 

"The  Tight  hand  bent  neither  upward  nor  downward,  supported 
only  by  the  extremities  of  the  third  and  fourth  fingers,  bent 
inward  in  such  a  way  that  the  pen  points  toward  the  shoulder ; 

"Finally,  the  head  bent  a  little  forward,  hut  only  enough  for 
seeing  clearly." 

320,  General  Advice.  — The  teaching  of  writing  should 

not  be  considered  as  a  mechanical  exercise  for  which  it 
Buflices  that  the  pupil  should  have  a  copy-book.  Tha 
teacher  ought  constantly  to  supervise  this  work,  and  the 
following  ore  some  of  the  rules  to  which  he  shoiUd  cA^is«n&.v  . 
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The  pemnanship  of  the  teskclier  should  Dotonl;  be  good,  I 
but  he  uLould  ulsu  have  the  ability  to  write  upon  the  black-  ■ 
board.  I 

Preparation  should  be  made  for  the  writing  lesBon  as  few  J 
other  lessons.  I 

Abuse  must  not  be  made  of  caligraphic  exerciaee  and  otl 
mechanical  copying,  1 

AU  the  exercises  in  arithmetic,  composition,  and  eape-  1 
ciolly  in  dictation,  ought  to  be  exercises  in  flowing  and  i 
legible  penmanship.  J 

The  teacher  ougbt  not  to  take  part  in  the  writing  exercises  J 
while  seated  at  his  desk ;  after  having  given  his  lesson  on  ■ 
the  blackboard,  he  ought  to  pass  from  seat  to  seat  to  directjl 
his  pupils,  to  observe  the  position  of  body,  band,  and  pen,! 
to  correct  faults  and  to  re-form  letters  that  are  badly  made.S 

"In  teaching  writing,  teachers  should  not  att«mpt  to  trainf 
skilful  profesaors  of  caligrapby,  but  to  prepare  children  for  writing  fl 
rapidly  and  legibly."  ■ 

We  cannot  too  earefoUy  proscribe  all  vain  caligraphiofl 
refinements,  puerUe  masterpieces  of  peiui]anship,  pen-draw*] 
ings  which  are  designed    only  for   ornament.  ■ 

821.  Peacticax  Observations  on  the  Teachdig  (^n 
WmTiNG. — The  following  are  some  observations  containe^l 
in  the  Rapports  of  the  Inspectors -General,  touching  thdl 
teaching  of  writing :  1 

"  The  dale,  that  einiple  means  of  giving  children  occupation,  is  ■ 
rarely  utilized.    The  teacher,  instead  of  placing  the  copy  upon  the 
blackboard  for  the  whole  class,  prefers  to  give  a  ready-made  copy. 
Peumanship  is  rarely  made  a  specialty.      The  ttsacher  does  not 
take  the  trouble  to  examine  and  correct  the  books.     There  \ 
never   be  visible  progress  in  writing  while  the  teacher  does  I 
take  upon  hiaaad  the  task  of  pwiaiiig  from  seat  to  seat  during  tl 
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lesson,  to  go  from  pupil  to  pupil,  to  observe  the  position  of  the 
body  and  the  holding  of  the  pen, — in  a  word,  to  see  how 
the  children  follow  their  copies,  and  to  correct  before  their  eyes 
letters  which  seem  defective." 

322.  Conclusion.  —  From  what  has  preceded,  it  follows 
that  in  the  teaching  of  reading  and  writing,  those  two 
fundamental  branches  of  all  elementary  instruction,  proc- 
esses that  are  intelligent  and  attractive  are  more  and  more 
replacing  routine  and  mechanical  processes.  Writing  and 
reading  ought  not  to  be  abandoned  to  the  hazards  of  a 
monotonous  spelling  or  of  an  insipid  exercise  in  copying ; 
they  ought  to  be  professionally  taught,  as  essential  elements 
in  the  study  of  the  mother-tongue. 
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OBJECT-LESSONS. 

823.    Ohiqin    of    Object-Lessoss.  —  To-day   everybt 
talks  abont  object-lessoDB,  aad  all  teachers  pretend  to  givll 
them  i  but  thirty  years  ago  the  term  was  ouknown,  at  leal 
In  France,  and  the  repute  of  this  mode  of  teaching  Is  due 
to  an  entirely  new  phase  of  opin 

The  object-lesson  is  the  application  of  the  principle  which 
Ronsseau  and  Fesialozzi  have  popalorized ;  namely,  that  in 
iastruction  things  must  come  before  words,  and  that  the 
senses,  particularly  the  sense  of  sight,  are  the  facultJQl 
which  are  first  developed,  and  that  it  is  to  them  that  i 
must  make  the  first  appeal. 

From  another  point  of  view,  the  introduction  of  objec 
leseonB  into  the  programme  of  school  studies  ia  the  resul 
of  that  modern  tendency  which  more  aud  more 
teachers  to  develop  the  educative  character  of  instructiM 
In  fact,  the  object-lesson  is  worth  less  for  the  knowled{ 
which  it  communicates  than  for  the  manner  in  which  itfl 
communicated,  for  the  effect  it  produces  on  the  faciiltiea  o 
observation  aud  attention,  for  the  interest  which  it  seeks  to  J 
create  by  presenting  to  the  pupil  familiar  notions  accessibUi  J 
to  his  intelligence,  and  by  keeping  his  mind  on  things  whid 
he  already  knows  in  part,  and  which  we  wish  to  have  I; 
know  still  better. 

Let  us  first  attempt  to  define  with  exactness  the  meanill 
vhich  it  ia  proper  to  attach  to  tht.  expression  object4 
SIO 
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and  we  ahall  then  inquii-e  how  timt  instruction  ought  to  be 
adminiMtered,  and  on  what  conditions  it  can  licar  all  its  fruit. 

i.     Mis  UN  13  ERST  AND  IS  us    AS    TO    THE    MEANfNG    OF    ■; 

:    TEKM.^Tlie  object-lesson  has  hail  the  same  fat«  as 
Bo-called   intnitive   method;    theee   expressions   have    been   | 
used    at   random  to   designate    scholastic    proceBses   which    i 
have  only  a  remote  relation  to  them.     Like  all  novelties, 
"object-lesson"  has  become  a  lieautifully  vi^ne  term,  which   i 
each  one  interprets  in  his  own  way. 

"  A  long  observation  of  school  affairs,"  says  Mile.  Chalamet, 
"  has  convinced  us  that  if  one  does  not  wish  to  be  mideratood,  he 
hati  DO  surer  means  than  to  speak  of  object-lesBona.     There  are 
certainly  but  few  questions  in  teachmg  of  the  practical  sort,  which,    ' 
give  occasion  for  such  strange  misconceptions.    Not  very  long  ag< 

I  while  speaking  with  one  of  the  profesaocs  in  a  large  school,  n 
asked  him  if  many  object-lessons  were  given  in  his  class.     'W 
make  use  of  them  constantly,'  he   replied;  ■  we  give  our  pupils    1 
explanations  on  all  subjects.'    In  fact,  while  industriously  observ- 
ing the  work  of  this  professor  for  a  considerable  time,  we  became  ] 
convinced  that  for  him  object-lessons  consisted  in  pouring  forth 

[  floods  of  verbal  explanations."  ' 

is  in  part  to  Madame  Pape-Carpantier  that  mnst  be 
I  attribnted  the  responsibility  for  tliia  misleading  extension 
^  of  the  meaning  of  object-lessons.  The  models  she  haa  left 
us  give  proof  of  ingenious  invention  and  exquisite  tact ;  but 
I  they  also  prove  that  the  object-lesson  was  for  her  a  sort 
I  of  encyclopsedie  process,  and  that  ahc  applied  it  to  every 
I  branch  of  instruction  as  a  sort  of  common  mould  into  which 
I  everything  was  to  be  forced.^ 

"  The  object-lesson,"  she  said,  "teaches  of  realities  themselves, 
L  and  from  every  reality  it  produces  useful  knowledge  and  noble   I 
L-  sentiment." 


'  Mile,  Chalamet,  op.  cit.,  p.  !lii. 

s  Madame  Pape-Carpantier,  Covjeren 


s  /ailes  a  Ui  Sorbuivne  SAt^i^ 
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325.    Definition    of   Object- Lesson. —One  of  the  beat  ' 
definitions  which  have  been  given  of    object-lesaona  is  the 
one  that  we  borrow  from  Mr.  Bain,  who  has  written  on  this 
subject  one  of  the  most  remarkable  chapters  of  his  Educa- 
Wtm  as  a  Science. 

"  The  objecl>-leaflon  is  made  to  range  over  all  the  ntilities  of  ^ 
life  and  all  the  processes  of  nature.  It  begise  upon  things  famil- 
iar to  the  papile,  and  enlarges  the  conceptions  of  these  by  filling 
in  nnnoticed  qualities.  It  proceeds  to  thiugs  that  have  to  be 
learnt,  even  in  their  primary  aspect,  by  description  or  diagram  j 
and  ends  with  the  more  abstruse  operations  of  naturul  forces." 

In  its  last  part,  Mr.  Bain's  deGnition  is  itself  a  little  too-1 
broad,  euice  it  tends  to  embrace  the  highest  departments  otM 
tbe  physical  sciences.  We  are  iirm  in  tlje  belief  that  thefl 
object-lesson  ought  to  be  merely  a  begiuuing  instrument,  "i 
and  that  it  should  uot  be  continued  to  the  last  stage  of  i: 
struction.  On  this  point  we  do  not  share  the  opinion  of  Mr. 
Spencer,  who  would  have  the  object-lesson  so  conducted  ia 
the  earlier  stagea  of  instruction  that  it  could  merge  i 
sibly  into  the  investigation  of  the  naturalist  and  the  man  o 
science." 

Here  a  few  other  definitions  that  may  serve  to  enlighte 
ns  on  the  nature  and  purpose  of  object-lessons : 

"  The  professed  purpose  of  object-lesaons,"  says  Mr,  ! 
"ia  to  give  the  child  the  habit  of  thorough  observation.  . 
objeot-lesson  is  a  process  of  instruction,  one  of  the  applicatioiiB  o 
the  intuitive  method."  * 

"  Object-lessons  may  he  defined  as  lessons  designed  to  teach  tl 
elements  of  knowledge  by  the  use  of  objects."* 

>  Education  aa  a  Science,  p.  247. 

3  Ediicaiion,  p.  138. 

'  M.  Platrier,  icf ona  de  cAoies  m  the  DirtUmnaire  de  pi'dagogie. 

*  Wickersham,  Methods  of  InatrvctUm,  p.  141. 
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JoboDDot,  an  American  teacher,  sharply  contraats  object 
lessons  with  formal  memory  exerciaee. 

"  The  decided  superiority  of  the  new  method  oyer  the  old,  in 
aroustng  attention  and  in  exciting  interest,  is  manifest.     The  new 
instruction  appeals  to  experience  and  excites  the  observing  powers    I 
to  intense  activity.    It  feeds  the  mind  npon  real  knowledge,  and  i 
raises  it  out  of  the  alough  oC  inattention  and  listless  inactlrity 
produced  by  the  old  process  of  mere  routine."  ^ 

In  fact,  the  object-lesson  is  directly  opposed  to  text-book  1 

instruction.     It  results  from  the  reaction,  excessive  it  must  ] 

be  admitted,  which  modern  education  has  directed  against  1 
instruction  purely  livresque,  as  Montaigne  called  it. 

826,  Abuse  op  Object-lessons.  —  It  may  be  said  ii 
sense  that  objectrlessons  have  been  too  successful,  that  ' 
people  have  been  carried  away  by  them,  and  that  they  have 
come  near  being  brought  into  disrepute  by  the  abuse  which 
has  been  made  of  them.  Besides  Ijeing  cried  up  with  exces- 
sive enthusiasm,  they  have  been  indiscriminately  applied  to 
all  branches  of  instruction.  There  have  been  object-lessons 
in  morals  and  in  history ;  and  they  have  been  confounded 
with  the  experiments  anil  demonstrations  of  science. 

It  is  in  this  sense  that  Madame  Pape-Carpantier  said : 

"The  man  of  science  in  his  amphitheatre  gives  an  object-lesson 
when  he  performs  before  the  very  eyes  of  his  pupils  the  delicate 
and  brilliant  operations  virith  which  he  entertains  them." 

The  object-lesson,  as  its  name  indicates,  ought  to  be  kept 
within  the  domain  of  knowletlge  where  we  have  actually  to 
deal  with  things  which  can  be  shown,  with  sensible  objects 
which  strike  the  eyes  of  the  child. 

But  at  most  it  is  and  can  be  but  an  elementarv  initiation 


>  Johonaot,  Principle*  imd  Prantiee  of  Z'eocJi.inug.'Q.^. 
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into  knowledge  of  thie  sort ;  it  ought  □ 
of  a  didactic  leesoD. 


r  to  take  the  fonn 


I       327.   The  New  Formalism. — The  object-lesson  is  noth- 

I  ing  if  not  a  living  method  of  teaching,  in  which  the  teacher 

I  gives  proof  of  sagftfity  and  invention  ;  in  which  he  arranges, 

'  always  witii  freedom,  and  if  possible  with  originality,  the 

common    information  which  he  wishes  to  communicate  to 

bis  pupils ;    in   which    he  intersperees   his    exposition   with 

haterrogations,  and  in  which  be  makes  &  constant  appeal  to 

'Qie  child's  initiative  by  taking  advantage  of  circumstances, 

such  as  the  replies  which  are  made  to  his  questions. 

But  the  formal  and  scholastic  spirit  always  asserts  itself, 
and  object-lessons,  iSaperfectly  understood,  very  soon  be- 
come a  new  piece  of  school  mechanism. 

It  is  thus  that  many  school-books,  through  a  curious  mis- 
conception, are  entitled  "Object-lessons."  Tt  has  become 
the  custom,  in  some  primai^y  schools,  to  dictate  object- 
lessons  ;  and  the  degeneration  has  gone  even  farther  than 
ttiifl.* 

"  To  read  an  object-leaaon  is  bad  enough,  but  there  is  something  , 
-  worse,  and  we  hare  seen  one  played.  It  was  at  a  health-reBort, 
and  the  watering-place  had  a  school.  One  Sunday  the  directors 
invited  the  gueata  to  witness  the  distribution  of  prizes.  There 
was  a  programme  for  the  occasion,  and  this  programme  promised, 
WnoDg  other  things,  the  reprenentalitm  of  an  object-lessoD  I  In. 
iact,  two  little  girls  appeared  on  the  platform,  one  of  whom  was 
ib&  miBtresa  and  the  other  her  pupil ;  and  tkey  proceeded  t,o  recite 
with  volubility  an  object-leaaon  in  the  form  of  a  dialogue."  ' 

1  ■'  No  object-lesson,"  said  Johonnot, "  ahould  be  given  from  a  book. 
The  very  name  of  the  eierciae  would  seem  to  be  sufficient  to  render 
tlilB  rule  unneoeBSory ;  but  there  have  been  teachers  so  profoundly 
itupid  as  to  oblige  pupils  to  commit  to  memory  the  mode!  lessons 
given  In  maxiuals  of  tencliing."  (Op.  eit.,  pp.  01,  92.) 
Mile.  Cbalamet,  op.  oiL 
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DiPFEHENT  Forms  op  Objkct-lessons. — Af  ter  bav- I 
ing  attempted  to  define  the  eesentinl  characteristics  of  every  fl 
object-lesson,  we  must  hasten  to  note  the  fact  that  there  arQ.| 
different  ways  of  applying  thia  educational  process. 

Mr.    Bain    distiugoishes    three    principal    forms    of  tlie:l 
object-lesson. 

1.  The  object-lesson  may  consist  in  placing  a  concrete  ' 
object  before  the  eyes  of  the  pupil  as  a  type,  in  order  to 
have  him  gi'asp  an  abstract  idea.     For  example,  four  apples, 
or  four  nuts,  are  presented  to  the  pupU  in  order  to  develop 
in  him  the  concept  of  the  number  four. 

2.  The  object-lesson  may  consist  in  calling  into  play  the 
five  senses,  as  by  making  the  pupU  see,  touch,  and  observe  ■ 
the  qualities  of  certain  objects.     In  this  form,  the  object-fl 
lesson  is  but  the  education  of  the  senses.  I 

3.  Finally,  the  object-lesson  may  be  employed  to  increase  " 
the  number  of   conceptious,    to  make  the  pupil   acquire  a 
knowledge  of  objects,  facta,  and  realities,  formed  by  nature 
or  by  human  art.    It  is   this  feature  which  is  commonly. 
expressed  by  saying  that  the   object-lesson  cultivates  < 
develops  the  faculty  of  conception  and  imagination. 

"Basing  upon  what  the  child  already  knows  a 
unknown  objects  may  be  picttired  fortii,  and  bo  laid  bold  of,  i 
permanent  imagery  for  after  nses.  It  is  thna  that  children  u 
be  made  to  coaceive  in  a  dim  fonn  the  camel  of  the  desert,  tl 
palm-tree,  the  Pyramids  o£  Egypt,"  i 


329,  The  Proper  Domain  of  OejEcr-LEsaoNS. — If  we  am  ^ 
to  believe  American  teachers,  object-lessons  have  an  unlimited 
field  of  application,  —  as  unlimited  as  nature  itself.     They 
may  be  extended  even  to  history,'  and  applied   to  ideal 


1  Bain,  pp.  cU.,  p.  256, 

^  Wickeisham,  pp.  nt,  p.  144- 
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tbiii((B  a»  well  m  to  material  objects.  "In  its  enluged 
■ulifle,"  Bays  Wickeraham,  ''  tbe  term  object  means  anrttiing 
to  wlilcli  tliouglit  iH  or  may  be  directed."  There  might, 
then.  Ihi  object- le«»oii8  even  in  peycholi^y. 

Mr.  Jtaia  mom  wwcty  limits  the  domain  of  object-lessona 
to  Donftible  objects  alone. 

"  Tbi>  objffc^'Muu  iotrixluoes  the  pupil  to  three  great  fields, — 
Kalural  Iliiitory,  I'liynt;iU  Sdtmce,  and  the  ugefnl  arts,  or  common 
utilities  (j(  every-day  life." ' 

Wis  a);ree  with  the  English  educator,  that  the  domain  of 
obJcct-lesBouB  is  in'cessarily  restricted  to  tlii!  sciences,  or 
,  rnther  to  the  familiar  and  ordinary  subjects  of  Icoowledge, 
b  which  mint*'  Uireetly  to  things  that  can  be  seen  and  touched. 
J  Blotory,  grammar,  the  abstract  scieuces,  such  as  arithmetic 
liaod  the  moral  scieiicos,  must  be  strictly  excluded. 

TiiKiu  TnuK  CnAUACTEH.  —  That  whipli  finally  dia- 
PtoguiHlitiH  till!  oltjuct-k^Bsori  is  not  merely  the  nature  of  the 
I  0bJ(wU  to  wliicli  it  is  applied,  but  the  manner  in  which  it  is 

■  jjivcn.     It  ought  not  to  have  the  didactic  character  of  con- 

■  Moutivo  espoHitton,  but  it  ought  to  be  given  always  in  the 
mversatlonal  form. 

Hr.    Sptinoor  jiiatly  complains  that  in  the  manuals  of 

UbJeGt-leHHoiiM  theru  is  given  a  long  list  of  the  tilings  which 

I  to  be  I'llrl  to  the  child.     According  to  him.   the  child 

BjBtlBt  bu  merely  provoked  to  discover  these  things  by  his  own 

■i0biiurvation.     In  the  objoct^lcBson  it  is  chiefly  the  child  that 

Vdugbt  to  speak. 

mimt  listen  to  all  the  child  has  to  t«l]  ua  about  each  ob- 
I'^aot,  mu«t  induce  It  to  Htiy  everything  it  can  think  of  about  such 
objact,  inUBt  ooeaaiouatly  draw  its  attention  to  facta  it  has  not  yet 


1 


'  Biiin,o)).cit.,p.Ma. 
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[  observed,  with  the  view  of  leading  it  to  notice  them  itself  when- 
ever they  recur,  aud  must  go  on  by  and  by  to  indicate  or  supply 
new  seriea  of  things  for  a  like  exhauHtive  examination."  > 

The  objeot-lesson  ought  to  be  a,  transition  from  maternal 
f  instruction  to  school  instruction  proper,  an  initiation  into 
f  certain  studies,  and  not  a  general  method. 

The  teacher  is  here  leas  a  professor  who  sets  forth  what 
he  knowB,  than  one  who  stimulates  the  intelligence.     This  is 
why  we  do  not  think,  Mr.  Spencer  to  the  contrary  notwith- 
standing, that  the  object-lesson  should  be  continued  beyond 
the   first   years   of    school    instruction.     The    object-lesson 
greatly   promotes    a    knowledge    of    material    things,    and 
chiefly  develops  the  faculty  of  sensible  observation.     Now, 
in  the  work  of  instruction  it  is  necessary  as  soon  as  pos- 
sible to  dispense  with  concrete  and  material  things  in  order 
resolutely  to  throw  the  child  into  the  domain  of  abstract 
and  general  ideas.    Of  course,  in  the  teaching  of  history  and 
number,  aud  iu  the  higher  instruction  in  the  physical  and 
natural  sciences,  the  teacher  is  not  forbidden  to  appeal  to 
r  the  child's  imagination  and  to  sensible  reprcsentiitions ;  it  is 
F  even  necessary  to  do  this  on  occasion.     But  this  will  be  only 
1  an  accident,  an  exception,  at  most  a  special  element  in  the 
f  lesson.     This  appeal  to  expei-ience  will  no  longer  constitute 
I  wi  object-lesson  properly  so-called. 

31.   Rules  for  Object-lessons. — From   the  fact  that 
I  the  object-lesson  is  above  all  else  a  free  and  familiar  con- 
versatiou   of  the  teacher  with   his   pupils,  it  must   not   be 
inferred  that  it  has  no  rules  and  principles. 

"  On  the  contrary,"  says  Madame  Pape-Carpantier,  "  it  haa  fixed 
ralea  which  are  independent  of  the  fancy  of  teachers.  ...  Its 
principleB  and  rules  are  the  same  aa  those  which  govern  the  oper- 
ations of  the  human  mideratanding." 
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The  first  of  these  ralea  is  tbat  each  lesson  shoald  have  ■ 
definite  pnrpoee,  its  determiued  scoi>e. 

"  The  teacher,"  adds  Mr.  Bain,  "  showld  consider  what  is  to  be 
the  drift  of  the  Jesson.  That  «t  the  outset  lessons  are  more  or  leaa 
desultory,  perhaps  cannot  be  helped ;  but  they  should  gradually  bo 
brought  under  some  of  the  '  Unitiea.' " 

332.  The  Necessity  of  a  Ststematic  Plan.  —  It  is  not 
only  necessary  that  each  lesson  should  have  its  definite 
purpose,  liut  also  that  the  successive  object-lessons  should 
be  connected  and,  eo  to  apeak,  brought  into  proper  subor- 
dination. Object-lessons  would  be  a  chaos  of  sterUe  con- 
Tersations  and  profitless  talk,  if  they  were  disconnected  and 
were  to  proceed  at  random  in  the  vast  field  which  is  open  to  J 
them. 

"  Objoct-lesHons  should  be  given  in  a  systematic  course,  each  one  4 
conveying  its  own  teaching  and  bearing  some  palpable  relation  to  1 
the  one  that  has  preceded  and  the  one  tbat  followii,  thus  leading  ] 
the  pupil  to  the  discovery  of  the  relatioiis,  and  enabling  him  to  1 
aREOciate  them  in  memory.    Desultory  object-lessooB  are  of  littla  | 

338,  Preparation  o?  Object-lessons, — A  thing  not  | 
less  necessary  is  that  each  lesson  should  be  carefully  pre- 
pared. Nothing  should  be  left  to  chaiice  in  these  familiar  I 
conversations,  and  the  teacher  should  be  all  the  more  pr&-  J 
pared  on  all  tue  parts  of  his  subject,  as  an  unexpected  ] 
question  asked  by  his  pupib  might  sui-prise  and  disooncert  1 
him.  I 

"  Object-leasona  demand  such  a  studied  preparation,  such  a  pm>-  J 
found  linowledge  of  the  subject,  so  much  tact  and  intelligenoe,  and  1 
finally  such  a  judicioualy  arranged  collection  of  objects,  that  tfaia  J 
kind  of  instruction  has  not  yet  gained  a  foothold  in  tlie  so 


'  Johonnot, op.  cit.,s.^ 
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Daa  been  said  almut  them  iii  suhaliLstic  circles,  and  some 
jacberH  even  pride  theiuaelves  that  they  have  heen  successful  in 
ie;  but  u[>  to  the  present  time  they  can  be  credited  oolj 
with  good  iutentioua." ' 

334.  Order  to  bk  Followed  ik  Studying  the  Quaiities 
Objects. —Madame  Pape-Carpantier  thought  it  very 
important  that  in  observing  the  qualities  of  objects  we 
ahould  restrict  ourselves  to  au  invariable  order,  derived,  aa 
she  claimed,  from  the  natural  coui-se  which  the  mind  fol- 
lows in  its  perceptiona.  It  would  be  neceaaary,  on  this  hy- 
pothesis, to  proceed  always  in  the  same  manner  and  to  call 
tiie  child's  attention  auceeasively  to  the  color,  the  form,  the 

r.ltse,  and  the  matter  or  constituent  elements  of  the  object 

Studied.     Mr.  Bain  ia  not  of  this  opinion. 

"  The  most  useful  direction  for  conducting  it  is,  first,  to  point 
JUt  the  appearance  or  sensible  qualities  of  an  object,  and  next  to 
pacify  its  uses.  A  better  rule  would  be,  to  give  the  uses  first 
kfter  tlie  most  obvious  aspects)  ;  use  is  quality  in  act,  and  our 
n  things  is  first  excited  by  their  active  agency."  " 

And  taking  glass  aa  an  exampie,  Mr.  Bain  remarks  that  it 
i  useless  to  say  to  pupils  that  it  is  bard,  smooth,  and  trana- 
Mrent,  —  things  which  they  akeady  very  well  know.  That 
Srhieh  will  interest  them,  on  tlie  contrary,  and  that  which 
ill  instruct  them,  will  be  to  lead  them  to  reflect  on  the 
[ffereot  uses  of  glass,  and  perhaps  also  on  the  various 
jccnmstances  of  its  discovery  or  on  its  history. 

School   Mcsedm.  ■ —  Object-lessons  require  the   or- 
banization  in  the  school  of  little  school  muaemns.  where  the 
sacher  may  find  within  his  reach  the  objects  which  are  to 
1  a  text  for  his  lesson. 

J  Bappmix  et  i-nspectiim  gfmh-ale,  1870-1880,  p.  210. 
'  Bain,  EdaeiUiim  as  a  Science,  p.  240. 
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These  mnBeums  ought  ia  great  part  to  be  conatniotsd  b 

the  pupils  themselves. 

"  Children  are  asked,  for  example,  to  bring  on  the  moTroV' 
leaves  of  two  trees  which  tbey  have,  perhaps,  never  thought  of  dio- 
tinguisliing,  as  the  pear  and  the  apple,  the  pine  and  the  fir,  or  cer- 
tain species  of  the  poplar ;  or  such  a  stone  or  mineral,  or  specimen 
of  wood,  or  such  a  manufactured  product  as  ia  found  in  the  coun- 
try, but  which  18  lacking  in  the  little  school  museum.  Something 
ought  always  to  be  wanting  in  a  school  museum,  and  it  would  not 
displease  me  to  be  told  that  each  generation  of  scholars  is  obliged 
to  reconstruct  it,  so  to  speak,  anew  by  its  own  researches, 
great  profit  to  be  derived  from  these  little  museums  of  objt 
lessons  does  not  consist  in  having  them,  but  in  making  them." 

"  The  school  mnsemn,"  says  M.  Cocheris,  to  the  same  effect,  "ia 
the  work  of  time,  and  ought  to  contain  samples  of  the  local  indus- 
try and  specimens  of  the  natural  products  which  contribute  to  the 
wealth  of  the  country." 

Complaint  \b  sometimeB  made,  and  not  without  reaeoo,] 
that  in  certain  schools  the  school  mueenma  assume  exaggi 
ated  proportions.  It  is  not  the  purpose,  in  fact,  to  bring 
together  a  collection  of  curiosities,  or  to  establish  a  shovy 
museum  filled  with  useless  articles  designed  to  strike  the 
imagination  of  visitors  to  the  school ;  but  to  collect,  in  order 
to  make  use  of  them,  the  objects  which  may  really  con- 
tribute to  the  instruction  of  the  child.  The  beat  museum  is 
not  that  where  the  most  specimens  are  pressed  into  elegant^ 
Bhow-caaes,  but  that  of  which  the  most  use  ia  made. 

But,  generally  speaking,  such  muaemns  do  not  exist 
our  schools,  or  exist  only  in  an  embryonic  state. 

"  School  museums  develop  but  slowly.    What  is  easier,  however^ 
than  to  collect  from  the  grocer,  the  apothecary,  the  eeedaman, 
druggist,  from  field  and  garden,  the  elements  of  a  useful  colli 
tion? 

"  When  they  exist,  people  do  not  know  how  to  make  use  of  thai 
TJie  specimena  generidly  disAppeor  under  a  thick  Doating  c£ 
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836.  Princifai.  Mistakes  to  be  Avoided. — But  wliat 
is  still  much  more  important  than  the  material  conditions  of 
the  object-lesson,  conditions  aupphed  by  tiie  school  museum, 
ia  the  manner  in  which  the  teacher  interprets  this  exercise. 

By  reason  of  the  very  liberty  which  characterizes  this 
mode  of  teaching,  the  object-lesson  is  a  delicate  thing  to 
administer ;  and  a  great  number  of  faulta  and  of  possible 
inconveniences  ought  to  be  noted  and  shunned. 

337.  ScPERFLUiTT  OF  Object-i,essons.  —  Object-lessons 
like  those  which  are  sometimes  given  are  certainly  super- 
fluous. They  squander  precious  time,  aa  Mr.  Baiu  observes, 
on  things  children  already  know  or  which  they  might  learn 
of  themselves,  either  by  their  personal  observation  or  by 
conversations  with  their  parents  or  their  companions. 

We  recall  the  tiresome  exercises  which  Pestalozzi  im- 
posed on  his  pupUs  before  the  old  paper-hangings  of  the 
scliool-room :  There  in  a  hole  in  the  hattgings.  TJie  hole  in 
the  hangings  is  round,  etc.  "  How  many  object-lessons  which 
are  thus  but  a  sterile  verbiage,  in  which  children  are  taught 
by  many  repetitions  that  snow  is  white,  that  ink  is  black, 
that  glass  is  transparent,  that  a  bird  has  two  claws  and  one 
head,  that  a  horse  has  two  eyes,  two  ears,  and  four  legs, 
etc. ! " 


338.  Words  withoct  TniNOS.  —  The  object-lesson,  im- 
perfectly understood,  has  sometimes  become  a  purely  verbal 
exercise.  Pestalozzi,  one  of  the  first  who  made  use  of  it, 
employed  it  as  a  means  of  teaching  the  exact  meanings  of 
words.  His  exercisfis  in  intuition  were  chiefly  exerciaes  in 
language.  It  is  certainly  a  good  and  useful  tiling  to  asso- 
ciate with  exercises  in  observation  a  drill  in  language.  But 
with  respect  to  the  object  which  is  showu  the  child,  and 
nnder  a  pretext  of  analyzing  its  qualities,  "Wft  nsaB\,\ta  ftSjcvti&q 
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on  our  gnurd  against  making  use  of  technical  and  scientific 
terms  wlioee    meaning    lie   ie  incapable  of  com  pre  bending. 
Ae  Borue  one  has  Ba.id,  one  single  recommendation  compre- 
liends  all  the  others  :    Let  tiie  object-lesson  never  degener 
into  a.  lesson  of  words. 


inera^H 

lesson 
!  after 

terJH 


339.  Abuse   of    Sen  be- perception, — Mr.    Wickershai 
an  Aiuerican  teacber,  justly  remarks  that  "  the  object-lesson 
system  is  apt  to  continue  instruction  in  the  concrete  after 
pupils  can  appreciate  the  abstract." 

"  The  elements  of  all  klnda  of  knowledge  must  be  taught  ii 
section  with  objects,  but  an  acquaintance  with  material  things 
far  from  being  the  highest  end  of  study;    and  objeotrteacjiifl 
pushed  too  far  tends  to  degrade  education.     Back  of  all,  there  a 
principles,  ideas,   controlling    things,  which    are   the  aoura  most 
nourishing   pabulum.     Soon  after   a  child   has  learued  to  count 
with  objects,  he  may  beghi  to  count  witiioiit  theui ;  soon  afterj 
has  become  acquainted  with  real  forms,  he  may  begin  to  deal  ij 

The  object-lesson  is  evidently  but  a  means  for  rising 
higher;  it  is,  in  some  sort,  a  passage  which  must  be 
traversert  in  order  to  go  farther,  but  where  it  would  be 
unwiae  to  tarry  too  long.  ^M 

340.  Object-lessons  not  to  Form  a  Regular  Coc»SE.-i^| 
The  mistake  of  a  great  number  of  teachers  has  been  to  con- 
sider object-lesBOUS  as  a  special  item  in  the  prt^rnmme,  and 
consequently  to  carry  into  them  the  ordinary  habita  of  i 
striiction  and  the  regularity  of  a  systematic  course, 
object-lesson,  to  be  in  real  conformity  with  the  priD(a[| 
which  have  inspired  it,  ought  to  remain  free,  flexible, 
satile,  and  animated,  just  like  the  young  minds  to  whitdi  i 

'  Wickeraliiim,  op.  cii.,  pp.  158, 158. 
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addressed.     Too  often  it  has  degenerated  into  monotonous 
intern^ations,  and  into  dry  and  formal  uomeuclaturee. 

"It  ia  not  desirable,"  aays  M.  Buisaon,  "to  have  the  object- 
lesson  begin  and  end  at  a  fixed  hour.  Let  it  be  given  on  the  i>cca- 
aion  of  a  reading  or  writing  lesHon,  or  in  connection  with  the  dic- 
tation Bxercine,  with  the  lesson  in  history,  geography,  or  grammar, 
U  it  occupies  two  minutes  instead  of  twenty,  it  will  he  only  the 
better  for  that.  Often  it  will  consiat,  not  in  a  series  of  consecutive 
questions,  but  in  one  spirited,  precise,  and  pointed  (luestion,  which 
will  provoke  a  reply  of  the  same  sort ;  it  will  often  be  but  a  sketch 
upon  the  blacltboard  which  will  be  worth  more  than  a  complete 
description.  One  day  the  object-lesson  will  be  a  visit  to  an  indus- 
trial establishment  or  to  an  historic  monument;  on  another,  it 
will  be  a  tour  of  observation,  or  a  ramble  in  the  woods,  or  a  hunt 
for  insects  or  plants." 

Like  most  educators,  M.  Buisson  perhaps  gives  too  great 
an  extension  to  the  meaning  of  the  object-lesson,  and 
wrongly  confounds  it  with  the  general  spirit  of  intelligent 
and  attractive  instruction ;  but  with  this  reservation  we 
must  accept  his  opinion  and  consider  the  object-lesson,  not 
as  a  systematic  course  of  instruction  which  is  to  be  coafined 
within  immutable  limits,  but  aa  a  form  of  instruction  infi- 
nitely variable  and  always  adapting  itaelf  to  circumstances. 

341.  Actual  Pkogrammes. — The  French  ofUcial  pro- 
gramme hardly  speaks  of  oliject -lessons  save  for  the 
maternal  schools,  by  connecting  with  them  a  knowledge  of 
common  objects  and  the  first  notiouB  of  natural  history. 

The  programme  of  the  primary  schools  proper  is  silent 
upon  object-lessons ;  but  yet  it  is  evident  that  it  recom- 
mends them  implicitly,  since,  in  the  statement  of  reasons 
^fhich  precede  the  enumeration  of  the   different  topics  of 
Butniction,  the  true  method  is  defined  in  these  terms : 

^K'la  evuy  branch  of  instFuotion,  the  teuhei  lA  tha  wi^taek.  it>«b 
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seoBible  objects,  causes  things  to  be  seen  and  touched,  and  places 
children  in  the  presence  of  concrete  realities. 

"Primary  instruction  is  essentially  intuitive;  that  is,  counts 
chiefly  on  natural  good  sense,  on  the  strength  of  proof,  on  that 
innate  power  which  the  human  mind  has  to  seize  at  first  glance 
and  without  demonstration  not  all  the  truths,  but  the  truths  tliat 
are  simplest  and  most  £undamental." 


'"^^H 


342.  The  Method  of  Object-lessons. — In  one  aense 
the  method  of  object-leasona  may  be  considered  as  synony- 
mous with  the  art  which  ought  to  animate  all  varieties  of 
instruction,  and  endeavor  to  make  them  living  and  practical. 

With  what  enthusiasm  did  Madame  Pape-Carpantier  in 
1868  speak  of  the  new  method  I 

"But  what,  then,  constitutes  the  value  of  object-Ieaaoi 
what  ground  are  they  so  popular,  so  highly  recommended,  and 
fact  BO  profitable? 

"  Ah  I  this  is  due  to  a  great  law  terribly  misunderstood,  wl 
ordains  that  there  shall  be  no  patient  in  education  ;  which  reqi 
that  the  pupil  be  an.  active  agent  in  it,  as  active  as  the  teacher^ 
that  he  be  an  intelligent  co-laborer  in  the  lessons  which  he  Teceives 
from  him,  and  that,  according  to  the  expression  of  the  oatechiam, 
he  co-operate  in  the  work  of  grace. 

"  That  which  constitutes  the  value  of  object-lessons,  that  which 
makes  them  agreeable  and  effective,  is  that  they  are  ui  conformity 
with  this  law ;  that  they  make  an  appeal  to  the  personal  powers  of 
the  child;  that  they  call  into  play,  into  movement,  his  physical 
and  intellectual  faculties ;  and  that  they  satisfy  his  natural  need 
of  thinking,  speaking,  moving,  and  changing  from  one  object  to 
another.  It  is  that  they  appeal  to  his  mind  through  the  mediant 
of  his  senses,  and  that  they  make  use  of  what  be  knows  and  loves, 
to  interest  him  in  what  he  does  not  know  or  does  not  yet  love, 
and  because,  in  a  word,  they  are  for  him  the  concrete,  and  not  the 
abalraet."  ^ 


1  Madame  P^peCaipauUra,  ConfVreiuxs,  etc,  2  paiUe,  {>■  13.  ^ 


CHAPTEE  IV. 


THE  STUDY  OF  THE  MOTHER  TONGUE. 

343.  Importance  of  the  Study, — la  it  really  necessary 
to-day  to  insist  on  the  capital  importanoe  of  the  study  of  the 
vernacular  in  the  common  school?  Everybody  agrees  that 
it  should  be  assigned  the  first  place,  "It  forms,"  says 
M.  Breal,  "  the  beginning  and  the  center  of  studies,  and  it 
is  for  pupils  the  principal  instrument  of  progress." 

FTrst,  the  study  of  the  vernacular  is  valuable  on  its  own 
account.  Who  can  deny  its  immediate  practical  utility? 
One  becomes  truly  a  man  only  through  the  power  to  esprese 
his  thought  correctly  and  clearly.  One  is  a  citizen  only  on 
the  condition  of  speaking  the  national  tongue,  tbe  language 
of  his  fellow-citizen.  Then,  again,  the  knowledge  of  lan- 
guage is  the  key  to  all  -other  knowledges.  The  common 
tongue  puts  ns  in  communication  with  our  fellows  and  satis- 
fies the  needs  of  life ;  the  hinguage  of  literature  opens  to  us 
the  treasures  of  human  thought,  and  technology  those  of 
formulated  science. 

But  the  study  of  language  is  valuable  also  through  its 
influence  on  intellectual  education.  To  know  one's  lan- 
gui^e  is  to  know  how  to  think.  The  extent  of  the  vocabu- 
lary which  you  have  at  your  disposal  corresponds  to  the 
abundance  of  the  ideas  which  you  possess.  The  new  words 
added  to  those  you  already  know  are  so  many  conquests  of 
your  mind  over  the  unknown.  On  the  other  hand,  the  pro- 
/priety  of  the  expression  is  equivalent  to  the  accuracy  of  the 
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tliougbt.  Finally,  the  gruminatical  correctDess  which  joa 
know  how  to  put  into  tlie  construction  of  your  Bentences  i 
directly  related  to  the  logic  which  governs  yoiu-  judgments 
and  reasoningB,  To  acquire  the  mother  tongue  is  nut,  then,.  ■ 
merely  to  acquire  verbal  material,  but,  through  the  raechaa-i^ 
ism  of  language,  to  develop  and  train  the  thought,  of  whid 
language  is  hut  the  iuali'ument. 

344.   DiFFtcDLTT  or  THIS  Instruction. — For  children  i] 

easy  circumstances,  whose  parents  speak  the  tongue  purely^ 
the  study  of  language  offers  special  facilities.  For  theiQ^ 
and  for  them  alone,  the  national  language  is  the  mothei 
tongue ;  they  have  learned  it  without  effort  and  by  use  a6l 
their  mother's  knee.  But  how  many  children  there  are  who 
have  not  this  good  fortune !  At  home  and  in  their  neigh- 
borhood they  bear  the  language  spoken  only  incorreutlj. 
For  them  the  national  language  is  truly  a  foreign  tongne, 
which  they  must  painfully  study  on  the  benches 
school.^ 

But  even  for  children  who  have  been  brought  up,  so  t 
speak,  on  correct  speech,  this  instinctive  apprenticeship  i 
the  mother  tongue  is  uot  sufficient.  There  always  remaiiHl 
for  them  the  need  at  least  of  extending  their  vocabulary, 
necessarily  restricted ;  of  taking  account  of  the  meaning  of 
words  which  they  have  vaguely  retained,  and  which  they 
understand  only  confusedly,  of  learning  ortliography,  i 
finally  of  reflecting  on  the  rules  of  grammar,  witiiout  wh 
the  correctness  of  their  style  or  of  their  language  woul 
always  be  poorly  assured.  It  is  nature  which  unties  t 
child's  tongue,  and  with  the  aid  of  parents  teaches  him  t 
speak ;  but  it  is  study  alone,  with  the  aid  of  teachers, 
teaches  him  to  speak  well. 


1  What  is  here  said  of  French  is 
£ngUah,  though  our  speech  ia  less  c 


1  a.  conHiilemble  degree  true  q 
u^Uid  by  ptiioia,    (F.) 
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345.  The  Purpose.  — For  a  long  time  the  atiidj  of  lan- 
I  guage  ia  our  schoole  has  been  sytioujmoTia  with  the  study  of 
grammar.  When  the  distinction  between  the  parts  of  a  dia- 
courae,  conjugation,  and  syntax  had  been  taught,  it  was 
thonght  that  all  had  been  done  ;  to-day  we  have  a  totally 
different  idea  of  the  teaching  of  the  mother  tongue,  of  its 
extent  and  scope.  This  instruction  comprises  tliree  essen- 
tial tilings,  and  all  three  are  of  inestimable  value. 

It   is   proposed:  1.    To   comprehend    the  vernacular;  2. 
,    Toknow'how  to  speak  it;  3.    To  know  how  to  write  it. 

The  least  that  can  be  demanded  is  that  the  pupils  in  our 

I  Bchools  compreliend  their  native  tongue.     It  is  certainly  not 

proposed  to  teach  them  tbe  twenty  thousand  words  of  which 

L  the  language  is  composed,'  and  to  make  of  their  minds  a 

I  living  dictionary.     What  is   necessary   is  that  they  know 

F  with  all  possible  exactness  the  few  hundreds  of  expressions 

which  constitute  the  basis  of  the  language.     The  possession 

a  clear  and  exact  vocabulary  is  the  necessary  preparation 

for  the  reading  of  good  authors.     Too  many  children  leave 

I   onr  schools  without  ever  having  formed  a  taste  for  personal 

reading,  partly  because  they  flod  in  books  too  many  words 

whose  meaning  they  do  not  comprehend. 

Another  essential  purpose  of  language  study  is  to  learn 
to  speak.  With  many  people,  occasions  for  writing  may  be 
comparatively  rare,  but  occasions  for  talking  occur  every 
day  and  every  hour.  Who,  then,  does  not  need,  however 
humble  his  condition,  to  express  himself  with  facility 
and  correctness,  if  not  with  elegance?  Doubtless  it  is  not 
required  to  make  praters  and  speeohmafcers,  but  it  ia  neces- 
'  sary  to  put  the  future  citizen  in  a  condition  to  communicate 
[  his  thoughts,  to  converse  with  bis  fellows,  to  manage  his 
'  affairs,  and  to  discuss  his  interests. 


The  latest  edition  of  an  unabridged  English  (American^  dilctva&stt^   I 
,000  wordsasbelongiugtollie'Bn^'asSwaJa.    ^"^ 
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Finally,  written  langu^e  must  not  be  neglected,  though' 
it  is  of  less  Lmportance  than  spoken  language.  Though 
comparatively  new  and  of  recent  introduction  into  our 
schools,  exercises  in  composition  and  dictation  are  not  tha 
less  interesting  nor  the  less  useful.  The  teaching  of  Ian. 
guage  would  be  a  derision  if  it  did  nothing  more  than  cauaft.) 
the  rules  of  grammar  to  be  learned,  and  laboriously  incul-j 
cate  the  science  of  orthography  on  children  who  would] 
never  be  called  on  to  apply  these  rules  or  to  use  that; 
knowledge  in  compositions  of  their  own.  Grammar  and 
orthography  are  excellent  things,  but  on  one  condition, 
however,  —  and  this  is  that  they  are  used, — that  they  are 
not  for  children  as  arma  in  the  hands  of  soldiers  who  do 
not  know  how  to  handle  them. 


846.   Pkihciples.  — Thus  understood,    the    teaching 
language  is  an  interesting  and  practical  study,  which 
extending  in  all  directions  beyond  the  old,  narrow  scheme 
grammatical  memory -lessons  and  exercises  in  orthography." 
In  order  to  attain  its  true  purpose,  this  instruction  must 
conform  to  the  natural  method,  which  proceeds  from   ttie 
example  to  the  rule,  from  the  experiment  to  the  law,  from 
common  use,  from  the  concrete  instince  to  the  general  and 
abstract  precept.     Grammar  must  be  learned  through  lai 
guage,  and  not  language  through  grammar,  as  Herder  said 
and  Mr.  Spencer  declares  that  ' '  as  grammar  was  made  after 
language,  so  it  ought  to  be  taught  after  it."     "For  along 
time,"  as  the  Pere  Girard  said,  "  a  healthy  didactics  has 
told  us,  'Few  rules,  many  exercises.'" 

The  chUd  enters  the  school  having  hardly  any  use  of 
mother  tongue.     Let  what  is  lacking  be  supplied  by  graded.1 
selections  from  easy  authors.     In  default  of  conversations 
which  he  has  not  heard,  let  the  book  envelop  him,  bo 
apeak,  in  its  precise  terms,  in  its  correct  constructions, 
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an  atmosphere  of  pure  and  dear  speech.  Let  him  be  driUed 
in  speaking,  in  constructing  sentences,  at  first  orally,  and 
later  by  writing.  Let  the  teacher  give  the  example  of 
exact  pronunciation  and  of  idiomatic  expression.  Let  the 
blackboard  present  to  the  pupil  models  of  simple  state- 
ment; and  tlie  child,  familiarized  little  by  little  witli  the 
expressions  and  idioms  of  his  native  tongue,  will  be  pre- 
pared for  tlie  didactic  lessons  which,  without  this  prepara- 
tion, would  infallibly  have  repelled  him  and  wearied  him 
without  profit. 

347.  Proposed  Reforms.  —  From  ministerial  circulars 
we  quote  a  few  passages  which  clearly  indicate  the  direc- 
tion which  should  be  given  to  instruction  in  the  mother 


I 


"In  the  course  in  French,  maay  teachers  make  a  misuse  ui  the 
grammar,  and  think  that  all  has  been  done  when  they  have  put 
into  the  memory  of  their  pupils  a  great  number  of  rules,  distino- 
tions,  and  technical  terms.  Insist  that  in  this  study  abstractions 
and  subtleties  shall  be  avoided ;  that  the  attention  shall  be  given 
to  applications  and  examples,  especially  to  esamplea  furnished  by 
the  reading  and  the  explication  of  great  writers.  It  is  in  this  way 
that  the  language  with  its  principal  rules,  its  refinements,  and  its 
idioms,  is  learned  much  better  than  in  the  grammar." 

"  The  old  instruction  ought  to  be  replaced  by  living  lesBons. 
The  grauamar  should  be  reduced  to  a  few  simple  and  short  defini- 
tions, and  to  a  few  fundamental  rules  which  are  illustrated  by 
examples ;  and  in  proportion  as  the  intelligence  of  the  children  is 
developed,  they  must  be  supplied  with  the  finest  specimens  of  our 
literature.  Here  they  must  first  be  made  acquainted  with  the  sig- 
nifixiation  of  words,  even  to  tJieir  nice  shades  of  meaning,  and  the 
snoeession  and  connection  o£  ideas;  and  later,  the  inveraions  and 
even  the  bold  strotes  of  genius.  In  this  exercise  more  depend- 
ence must  be  placed  on  that  natural  logic  and  grammar 
children  carry  about  with  them,  than  upon  the  old 
Btiactious  aud  formulas  with  which  the  me 
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oat  profit  to  the  intelligeuce.  Lbomood  said  a  hundred  jeais  ago^ 
"  Metaplifaica  is  not  fit  for  cliildiBD,  aod  the  beat  elementar;  book 
is  the  voice  of  the  teacher  who  varies  his  leosons  and  the  manaer 
of  presenting  them  according  to  tlie  needs  of  those  to  whom  he 

"  The  t«E>ching  of  grammar  will  henceforth  he  no  longer  lim- 
ited to  the  purely  mechanical  stady  of  rules,  but  these  rules  will 
become  matter  for  eipianationa  by  the  teacher." 

348.    The    Necesbitt    of   Gkahmab.  —  It   was   not   left   1 
until  the  nineteenth  centurv  to  dream  of  the  absolute  sop'  ' 
preaeiou  of  the  grammar  in  the  eourse  of  instructiou  in  lan- 
guage.    Nicole,  in   his   Itook,   the  Edtication  d'un  prince, 
replied  in  these  terms  to  the  partisans  of  that  illueion: 

"  The  thought  of  those  who  desire  no  grammar  at  all  is  but  a  | 
(bought  of  indolent  persons  who  wish  to  spare  themselve 
bbor  of  teaching  it;  and,  very  far  from  relieving  children,  this  ' 
plan  infinitely  burdens  them,  since  it  takes  from  them  a  light  ] 
which  would  facilitate  the  understaudijig  of  their  lessons  and  1 
obliges  them  to  learn  a  hmidred  times  that  which  it  would  suffice  I 
to  learn  but  once."' 

Let  us  pass  by  the  question  of  indolence,  for  it  would  bo  I 
quito  as  just  to  say  that  the  system  which  consists  in  putting  | 
a  grammar  into  the  hands  of  pupils,  and  leaving  them  there  ] 
to  clear  up  the  subject  all  alone,  is  a  thought  of  indolent 
people ;    but  Nicole   is   right  in  holding    that   grammatical  J 
rales,  preceded  by  explanations  and  illustratod  by  examples, 
relieve  the  mind  of  the  child  and  economize  precious  time- 
Though   the   intelligence  is  repelled  by  abstract  principles  ] 
prematurely  imposed    upon   it,    it  is  dispa'jed  of   itself   to 
anticipate  general  rules  which  sum  up  its  experience  and 
flow   naturally  from   the    examples  on    which  it  baa  beea  j 

'  To  the  same  effect  Mr.  Bain  says,  "  I'lie  grammar  abridges  f 
Jabor  by  genera)  iziiig  everything  tliat  can  be  gejieralized." 
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nourished.  Here  it  reposes  witli  pleasure,  Juat  aB  a,  victo- 
riouB  army  inataUs  itself  in  fortresses  where  it  makes  sure 
of  its  cooqueat,  and  whence  it  dominateB  the  successive 
advances  it  has  made. 

However  elementary  the  study  of  language  may  be,  it 
permits,  iu  our  opinion,  the  knowledge  of  gi-ammatieal 
rules,  which  are  but  the  resume  of  usage,  the  code  of  a 
language  definitely  fixed.  Progress  in  teaching  here  con- 
sists, not  in  suppressing  rules,  but  in  simplifying  them,  and 
in  reforming  the  manner  in  which  they  are  taught. 

349.     Thk    True    Grammatical    Method.— The    tme 

grammatical  method,  according  to  all  that  has  just  been 
said,  eonaieta  in  placing  the  main  reliance  upon  the  uae  of 
language,  and  in  making  the  rules  flow  from  examples  which 
the  pupil  invents  for  himself,  which  he  finds  in  hooks,  or 
which  the  teacher  suggests  to  him. 

This  was  the  methoil  of  the  Pere  Greard,  who  made  tlie 
basis  of  grammatical  instruction  the  use  of  the  language 
which  the  child  brings  from  home  ;  this  use  to  be  completed 
and  corrected  at  school  by  the  exercises  which  have  taught 
him  to  read  and  write. 

jet  ua  recollect,"  he  said,  "that  a  multitude  of  examples  re-    I 
peated  and  analyzed  is  the  best  code  of  language,  since  it  intro- 
docea  into  rational  practice  the  rules  which  by  another  method  it 
would  have  to  prescribe  by  arbitrary  authority." '  i 

It  is  useless  to  give  a  name  to  that  method  which  is  the  1 
method  of  reason    and   good   sense ;  we  do  not  think  that 
the  least  prepress  in  the  study  of  language  baa  been  made 
by  saying,  with  certain  educators,  that  it  ought  to  be  taught 
by  the  "  analytioo-synthetic  method." 

'  Mr.  Bain  is  wrong  wlien  he  asserts  that  pupvVs  ' 
study  grammar  with  profit  before  Ibe  age  <A  leiv. 
L  adds,  "is  more  dffflcult  tlian  arithmelio." 
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350.  TnF.  QrEsnoN  of  Text-books. — "  If  it  is  poflsibte, 
no  grammar  in  the  hands  of  pupils,"  —  so  sa^s  the  Miois' 
terUl  Circular  of  1857.  We  do  not  think  it  is  proper  to  go 
BO  far,  and  deprive  ourselves  of  the  aid  of  a  book  tn  instmc- 
tion  as  important  as  that  of  the  mother  tongue.  A  book  | 
IB  neceseary  at  leaet  for  the  pupils  of  the  intermediate  and 
higher  courses, — a  book  that  is  well  constructed,  which  the  ] 
teacher  in  to  nse  with  discretion  and  intelligence. 

"  Till  lately,"  Bays  M.  Br&l,  "  the  book  was  the  pruicipa]  char- 
acter in  the  Hchool-room,  and  the  teacher  was  but  the  commen- 
tator on  the  book.  On  the  contrary,  it  is  through  the  mouth  of 
the  teacher  that  the  children  ought  at  first  to  know  the  mlee. 
The  book  will  be  consulted  as  a  memento." 

But  however  disposed  we  may  be  to  magnify  the  office  of  j 
oral  ex|ilunations,  the  book  is  necessary.  This  is  the  ad-  j 
vice  of  Mr.  Bain,  who  gives  strong  reasous  to  justify  loam 
opinion : 

"  What  is  printed  is  only  what  is  proper  to  be  said  by  word  of  I 
mouth ;  and  if  the  teacher  can  eipress  himself  more  clearly  than  f 
the  best  existing  book,  his  words  should  lie  written  down  audj 
take  the  place  of  the  book.  No  matter  what  may  be  the  peculi^l 
felicity  of  the  teacher's  method,  it  may  be  given  in  print  to  I 
imitated  by  others,  and  so  introduce  a  better  class  of  books;  thai 
n  that  proposes  to  do  away  with  boolis  entirely,  thus  ending 

in  the  preparation  of  another  book Again,  it  may  be  said 

that  the  children  are  not  of  an  age  to  imbibe  the  doctrines  from  a 
printed  book,  but  can  understand  them  when  conveyed  with  t 
living  voice.     There  is  nmch  truth  in  this,  but  it  does  not  go  tl 
length  of  superseding  the  book,  which  will  still  have  value  a 
means  of  recalling  what  the  teacher  has  said,  and  as  the  baa 
of  preparation  to  answer  questions  thereon.    If  a  class  is  t 
tfiUKht  purely  viva  voce,  its  progress  must  needs  be  very  slow." 

'  Bain,  Educaiuin,  ua  a  Science,  ■5?.  ^W, 
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351.  Qualities  of  a  Good  Grammar. — Fenelou  had  I 
iadicated  with  precision  the  characteristics  of  a  good  i 
grammar. 

"  A  professionEil  grammarian,"  he  said,  "  runs  the  risk  of  oom- 
posing  a  grammar  that  is  too  technica!,  too  full  of  obserTations 
and  exceptions.  It  seems  to  me  that  one  should  limit  iiimaelf  to 
H  short  and  simple  method.  At  first,  give  only  the  most  general 
rules ;  the  exceptions  will  come  as  they  are  needed.  The  impor- 
tant point  is  to  introduce  a  perHon  aa  eooit  as  possible  into  the 
actual  application  of  rules  by  frequent  use;  afterwards  this  per- 
son will  take  pleasure  iu  noting  the  special  rules  which  he  at  first 
followed  without  paying  any  careful  attention  to  them." ' 

After  three  hundred  years,  the  criticisms  and  observations 
of  Fenelon  are  still  opportune,  and  the  most  competent  edu- 
cators of  our  day  do  no  more  than  repeat  them.  I 

"In  general,"  says  M.  Berger,  "the  grammars  published  for 
■  pupils  are  too  full  of  details,  and  they  are  not  yet  affranchised 
from  the  plan  of  the  Latin  grammars.  .  .  Our  granmiarians  are 
too  fond  of  classifications  and  distinctions  which  have  no  substan- 
tial basis.  We  believe  that  it  would  be  possible  greatly  to  dimin- 
ish the  extent  of  our  classical  grammars,  without  doing  harm  to 
solidity  of  knowledge  in  the  matter  of  language.  Simplicity, 
then,  is  the  first  quality  of  a  good  grammar;  and  this  simplicity 
should  manifest  itself  by  the  small  number  of  roles.  Too  many 
grammarians  still  recommend  simplicity  in  form,  without  con- 
forming to  it  in  fact;  it  is  not  necessary  to  distinguish  proposi- 
tions as  subjective,  completive-direct,  completive-indirect,  circum-  I 
Btantial,  attributive,  etc." '  I 

352.  Historical  Grammar. — We  know  what  a  com-  \ 
plete  revolution  has  been  accomplished  in  grammatical  j 
Btudiea  bj  the  iutroduction  of  the  historical  method.     "  The 

•  LeOre  sur  iea  occiipatvms  de  l'Acadifmiefran-;aise,  II.  I 

I      '  See  aiticle  Graminaire,  Die  de  f  ^(htyotfifi.  J 
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traditional  grammar,"  »avs  Michael  Br^al,  ''  formalated  its  . 
prescriptions  aH  though  they  were  the  decrees  of  a  will  as  J 
inscrutable  as  Bovereiga  ;  historical  grammar  casts  a 
good  sense  into  the  gloom."  It  substitutes  explanations  I 
for  simple  afllrmatious ;  it  explains  present  usage  by  aauient  I 
noage.  I 

"What  can  lie  more  natm^"  says  M,  Brachet,  "than  to  make 
the  history  of  language  contribute  to  the  explanation  at  grammat- 
ical rules  by  going  back   from  actual  usage  to  the  very  moment 
when  they  sprang  into  being  ?    Besides  tlie  advantage  of  being 
rational,  the  historical  method  ha^  another ;  the  memory  always 
retains  more  clearly  tliat  of  which  our  mind  has  taken  an  accoimt ; 
and  the  pupil  will  recollect  the  rules  of  grammar  so  mnch  the 
betl«r  if  they  have  a  point  of  support  in  his  intelligence.    This  is  J 
the  method  which  the  Germans,  always  solicitous  to  stimulate  thai 
judgment  of  the  child,  have  for  a  long  time  employed  in  tiieirl 
■choola  for  the  teachi)^  of  the  national  language."  ' 

Notwithstanding  its  interest,  it  is  evident  that  historicfd  U 
grammar  can  be  introduced  only  with  difficulty  into  tli»J 
common  school. 

First,  the  historical  grammar  of  a  derivative  langnage,  j 
like  the  French,  goes  bat^k  to  the  languages  from  which  itj 
has  sprung, — to  the  Latin  and  the  Greek;  and  these  lan-J 
guages  really  are,  and  ought  to  remain,  dead  languages  fori 
primary  instruction.' 

On  the  other  hand,  the  purely  national  origin  of  the 
naciilar,  the  curiosities  of  the  ancient  tongue,  would  involval 
both   teachers    and   pupils  in  learned  researches  which  ars'l 
beyond  their  sphere. 

80  Mr.  Bain  is  right  in  saying  ; 

"  There  is  great  interest,  and  some  utility,  in  tracing  the 

'  Brachet,  NouvdSe  Graminaire  fraiv;aise,  preface. 
'  Kotwithstanding  wliiit  has  recently  been  said  about  it  we  dn  notd 
think  tliat  the  introduction  of  Latin  mlo  tke  normal  schools  eliou 
ie  lioped  tor. 
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of  our  language  £toid  the  more  ancient  dialects;  but  this  subject 

n^y  easilj  run  to  a  disproportionate  length  in  the  first  stages  of 

English  teaching.    Present  meaning  and  use  are  the  only  guid- 

!e  to  tlie  employment  of  the  language ;  the  reference  to  archaic 

L  forms   can   eometimea   account   for  a  usage,  but   cannot   control 


>3.  DiCTTATioN  Exercises.  —  The  dictation  exercise  ia 
the  esBential  process,  the  proper  nae  of  orthography,  which 

[  is  learned  not  less  by  habit  and  memory  than  by  the  study 
of  rules  and  reasoning.''  But  if  dictation  exercises  are 
useful,  it  is  on  the  condition  that  they  are  not  abused  and 

I  that  they  are  wisely  selected. 

"Too  many  dictation  exerciaes  are  required  in  our  schools,  and 
3re   is  too   great  a  disposition  to   seek   out  difficult   exercises. 
I  There  are  schools  where,  on  the  approach  of  eiaminations,  there 
B  nothing  but  dictation."  ' 

These  exercises  must  not  be  too  long*  nor  too  fre- 
fc-quent,  nor  should  unnecessary  difficulties  be  introduced 
I'into  tbem. 

Another  important  rule  is,  not  to  impose  on  the  child  dic- 
I  tation  exercises  abounding  in  words  which  he  has  never 
■  Been,  and  which  he  is  obliged  to  spell  at  hazard.  So,  many 
I  educators  rightly  recommend  teachers  to  spell  or  write  on 


a  Science,  pp.  349,  360. 
'  We  cannot  subscribe  to  the  opinion  of  teachers  who  assert  that  it 
I   k  useless  to  require  exerciasB  in  orthography  proper,  but  that  it  is  suf- 
I  fieient  to  rely  upon  rending,  writing,  composition,  and  grammatical 
lercisea  to  teacb  spoiling.    Especially  in  the  primary  schools,  where 
iO  child  is  not  aided  in  the  study  of  orthography  by  a  knowledge  of 
L  JAtln  and  Greek,  spelling  exerciaee  are  required. 
'  Article  Orthographie,  Dicticnnaire  de  FfiiagogU. 
*  In  American  schools  consecutive  texts  are  not  generally  dictated, 
;  lists  of  isolated  words,  as  in  the  French  collection,  the 
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ttie  blaclfbonrd  all  tlie  terms  in  the  eserciee  wbich  tEe  p 
does  Dot  know.     Orthi^apliy  13  learned  mainly  thi'ough  tl 
seuae  of  sight,  through  tlie  memory  of  the  eyei 

Again,   theBC  exercities  should  correspond   to  the  rules  ' 
already  learned,  and  should  be  but  the  application  of  them. 

Od  the  other  hand,  thi^y  should  not  be  selected  at  random, 
witUout  taking  acconut  of  the  age  and  the  intelligence  of  ■ 
children.     Tliey  ought,  like  all  other  exercises,  to  contribatel 
to  the  general  education  of  the  child.  M 

Is  it  necessary  to  add  that  they  ought  always  to  be  cor-  ' 
rected   with    care,    and   that   the    faults    should  always  be 
pointed  out  in  connection  with  the  rules  which  have  been 
violated?    It  is  not  necessary  to  apell  all  the  words  in  the  ^ 
exercise,  but  only  those  which  are  really  dilScnlt. 

354.   Grahuatical    and    Logical    Analysis. — In  the 
teaching  of  language  the  thought  of  suppressing  grammati-^ 
cal  and  logical  analysis  should   not  be   entertained, 
abuse  has  certainly  been  made  of  tbem,  as  when  a  teacbei 
requires  them  as  routine,  mechanical  work,  devised  to  gefel 
;id  of  pupils  and  to  avoid  the  need  of  giving  attention  i 
Jiem.     But  analysis  is  necessary,  because  for  the  child  Isn-'f 
/uage  is  but  a  confused  whole,  whose  va 
does  not  distinguish  and  whose  construction  he  does  i 
clearly  grasp. 

Exercises  in  analysis   may  be  employed  in  the  form   of 
oral  exercises  at  tbe  blackboard.     Analysis  made  viva  voce, 

'  The  plaa  ol  teaching  orthograplir  by  writing  words  seema  to  be 
hased  on  the  asHmnption  tliat  when  we  spelt  a  word  we  reprodoaa 
the  menUl  picture  of  it.  On  the  contrary,  it  Beema  to  me  much 
more  probable  that  for  purposeB  of  spelling  our  knowledge  ot  wotda 
U  nothing  more  than  a  recollection  of  the  names  and  order  of  tlM^ 
ietters  which  oompoae  them.  That  any  mind  really  oarties  t 
mental  pictures  of  tbe  words  in  an  ordinary  vocabulary  1 
me  IncrediWe.    (F.) 
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I  oapecially  at  first,  ia  preferable  to   written   analysis.     Bnt 
the  thing  of  chief  importance  is  the  choice  of  teste  for 

The  monotonous  and  interminable  analyses  which  impose 
I  on  the  child  the  toil  of  writing  more  tlian  the  toil  of  reflec- 
I  tioa,  are  justly  condemned.  Theii"  moat  obvious  result  is  to 
I  disgust  the  pupil  with  the  study. 

"I  would  have  our  teachers,"  saya  M.  Gr^ard,  "without  defniv- 
ing  themaelvea  entirely  of  tlie  resources  offered  by  special  coUec- 
tions,  became  more  and  more  H^customed  to  look  for  the  teats  they 
need  in  their  dictatioaa  in  classical  works,  and  to  construct  theii 
examples,  or  make  their  pupils  construct  them,  out  of  the  material 
furnished  by  the  clasa  inBtruction.     What  pages  of  transparent 
langnage,  of  exquisite  thought,  and  of  every  variety,  —  moral  es- 
says, descriptions,  narratives,  letters,  —  does  our  langnage  contain! 
The  national  history  is  so  rich  in  striking  statements,  ready-made, 
BO  to  speak,  to  aerve  as  examples  in  grammar  I     Let  it  be  at  least 
on  these  texts,  and  on  these  well-selected  esampks,  that  the  child 
be  drilled  in  analysis.    That  which  has  contributed  to  the  disfavor 
into  which  analysis  has  fallen,  b  doubtless,  first,  the  abuse  which 
has  been  made  of  it ;  but  it  is  also  the  whimsical  and  tedious  char- 
acter  of  the  texts  to  which  it  has  generally  been  applied,  and  of 
the  performances  to  which  it  has  given  rise.    The  use  of  analysie 
ary  if  we  wish  the  child  to  come  to  a  good  understanding 
ioi  the  relations  of  the  different  terms  of  a  proposition  or  of  a  sen- 
Vtence.    We  need  oppose  only  the  excess,  or  the  false  direction,  into 
I  which  it  has  fallen,  and  for  this  purpose  it  suffices  to  make  the 
I  analysis,  for  the  most  part,  at  the  board,  orally,  in  spaxiug  terras 
Lou  clear  and  interesting  sentences." 

355.     Order    to    be    Followed.  —  Educators    are    not 

igreed  as  to  the  place  which  should  be  assigned  to  gram- 

Inatical  and   logical   analysis.     The   official  programme  of 

;   gives   the   preference   to  grammatical   analjaU ;    but 

■many  writers,  on  the   contrary,   would  begin  with  logical 


'   388  PRACTICAL  PEDACOGT. 


'■In  order  to  make  the  analysis  of  a  eentence,"  attjs 
Pape-Carpantier,  "we  must  first  make  an  analysis  61  the  thoi^ht 
■which  it  expreeses ;  in  other  lerms,  a  logical  analysis,  or  the  studj 
□f  the  idesw  and  their  relations,  oaght  to  precede  grammatical 
analysis  proper,  or  the  study  of  words  as  they  are  formed  into 
sentences."       ■ 

"In  the  progressive  deTelopment  of  tlie  reason,"  aaya  C.  Marcel, 
"  the  perception  of  an  object  always  precedes  the  consideration  of 
its  poi-ts ;  and  we  reach  an  understauding  of  our  langu^e  by  pass- 
ing from  the  sentence  to  the  words."  • 

Among  Swiss  teachers,  on  the  contrary,  there  is  a  ten-L 
deney  towania  tlie  reyerse  order,  or  rather  towards  .sacri* 
ficing  l(^ical  analysis  completely. 

"In  the  higher  Bchools,"  saya  M.  Horner,  "if 
squander,  he  might  afiord  the  luxury  of  a. 
desert  of  logical  anftlyais." 


[nlg^H 
tbaC^H 
oosa^^l 


We  are  firm  in  the  belief  thnt  logical  analysis  ia  naefi 
ftnd  necessary,  but  on  the  condition  that  we  do  not  indi 
in  a  terminoI(^y  too  complicated  and  too  technical,  and 
in  the  classification  and  naming  of  propositions  we  choosS'i 
the  simplest  and  clearest  method. 

356.  Exercises  in  Invention  and  CoMPoamoN. — The 
child  in  the  primary  school  ought  to  be  discreetly  drilled  in 
composition,  or  at  least  in  the  elements  of  composition. 

"  Where  is  the  child  that  would  dare  flatter  himself  that  he  w 
never  have  a  letter  to  write,  a  memorandum  to  dictate,  c 
to  draw  up?" 

Surely  there  are  such  intimate  relations  between  spoken  1 
language  and  written  language,  that  much  will  already  havef 
been  done  to  habituate  the  child  to  the  work  of  compositiotit  I 

'  L'-^idedeaiangiiearameaieaiKiia  t)AitaIileprniclpe,IL,  p,SI 


THE    STUDY    OF    THE    MOTIIEU    TONGUE. 


if,  from  his  enti'auce  into  school,  he  has  been  made  to  con- 
verse, and  if,  in  hia  recitations  and  in  the  object-lessons,  he 
has  been  steadily  required  to  express  himself  with  correct- 
ness. But  these  oral  exercises  cannot  take  the  place  of 
written  exercises. 

Some  teachers    seem  to  put   exercises  in  invention  and 
exercises  in  composition  upon  the  same  plane. 


M.  exer( 
^btild' 

¥: 


Ideas,"  aajs  M.  Gr^ard,  "do  not  come  of  themselves  into  the 
mind ;  he  miut  be  taught  to  find  them.     Still  leas  do  they 
theniBelves  take  the  order  and  form  wliich  tliey  ought  to  as- 
and  BO  he  lauat  be  taught  to  compose." 


To  tell  the  truth,  we  do  not  think  that  invention  onght  to 
play  an  important  part  in  school,  and  the  importance  which 
has  been  given  to  it  seems  to  us  but  a  reminiscence  of 
secondary  instruction.  At  college  it  may  be  proper  to  train 
future  wtiteis,  and  in  general  men  who  will  need  to  draw 
original  ideas  from  their  own  resonrces ;  but  at  school  we 
must  think  only  of  putting  future  workmen  in  a  condition  to 
express  coiTectly  and  clearly  the  ideas  which  spring  naturally 
and  without  reflection  from  the  needs  and  circumstances  of 
life. 

This  is  why  we  must  not  run  the  risk,  with  children  of  the 
primary  school,  when  we  propose  to  them  a  subject  for  com- 
position, to  receive  this  reply,  which  often  comes  to  their 
lips:  "  I  do  not  know  what  to  say"!  Furnish  tbem  with 
the  ideas  they  need,   by  conversations,  by  lectures,  or  at 

,8t  by  the  choice  of  a  subject  iDorrowed  from  their  own 


^_least 


"The  first  exercises  in  composition,"  says  Horner,  "will  consist 

■eproduoing,  partly  by  writing  or  in  recapitidating,  the  object 

.    There  will  next  be  undertaken  a  written  description 

objects,  but  this  description  will  always  be  i^teix.4aA.Nx% 
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an  oral  lesaon  and  followed  hy  a  methodical  recapituIaS 
the  blackboard. 

"The  firat  idea  of  developing  a  few  sentences,  four  or 
most,  on  the  start,  will  be  furnished  hy  the  teacher.    Even  t 
scheme  of  the  development  mill  be  prepared,  and  the  pupil  wiHil 
be  left  to  fill  it  in,  by  pointing  out  the  causes,  efiects,  and  acca»>  V 
eorj''  circumstances  of  time,  place,  etc.     This  sort  of  theme  might  n 
also  eometimea  serve  as  a  text  for  an  exercise  in  orthography, 
whatever  way  the  task  is  accomplished,  if  the  corrections  are 
made  in  the  class,  at  the  blackboard,  and  if  each  pupil  fumisfaes 
the  quota  of  ideas  more  or  less  jost,  more  or  leas  happy,  which  he 
has  found,  the  teacher  will  have  an  opportunity  to  compare  t 
contributions  one  with  anotlier,  and  to  call  into  exercise  Uie  jud{ 
ment  o£  all." 

And  M.   Gr^ard  concludes  that  it  is  less  important  to 
teach  childreD  to  write  than  to  develop  their  jndgmeot  and 
their  moral  sense.     We  shall  not  deny  this;  but  it   muat- 
not  be  forgotten  that  the  hubit  of  composing  easily, 
rectly,  and  if  need  be  elegantly,  has  also  its  value,  and  t 
it  is  expedient  for  everybody.     "The  first  quality  of  1 
guage,"  says  M.  Br^al,  "is  propriety  of  expression,  and  it 
may   as   properly    be    required   of   the    workman    and    the 
peasant  as   of   the   man  of  letters   and  the    philosopher." 
Now,   it  in  not  merely  by  making  him  speak,  but  also  by,-- 
making  him  write,  that  the  child  is  taught  to  form  a  corre 
notion  of  the  meaning  of  words. 

357.  CoMPoamoNB  from  Pictttres.  —There  is  now  end 
a  desire  to  facilitate  the  child's  work  that  resort  is  often" 
made  to  refinements,  to  processes  which  may  have  their 
utility,  provided  they  are  not  abused.  Such  is  the  use  of 
compositions  from  pictures,  an  American  importation,  and  an 
application  of  intuitive  instruction  to  exercises  in  composi- 
tion. In  this  case  the  child  has  but  to  see  and  to  tell  what 
he  aeea  in  the  pictuiea  placed  before  faia  eyes.     But  this 


judffS 
it  to 
mu»t^^ 
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recreative  exercise  should  not  Ije  made  general,  and  it  will 
always  be  much  better  to  describe  to  children  the  thiugs 
themselves,  the  concrete  and  living  realities. 

A  refinement  of  the  same  sort  is  the  exercise  which  con- 
I  Biste  in  translating  a  selection  of  verse  into  prose. 

"  This  eserciae,"  Bays  Cadet,  "  may  at  least  render  the  service  of 

1   marking  the  distinction  between  poetical  language  and  ordinary 

language,  in  the  use  of  words  and  the  construction  of  aentences,"! 

Aa  for  ourselves,  we  do  not  believe  that  there  is  any  great 
I  value  in  practicing  this  kind  of  transposition  or  of  transTau- 
ielgiau  teachers  say.  It  is  much  better  to  use 
I  eimplicity,  and  require  the  child  to  describe  a  walk  which 
,  be  has  taken  or  an  event  which  he  has  witnessed. 

Exercises  is  Elocution. — Elocution  is  no  less 
important  than  composition ;  to  know  how  to  speak  is  even 
more  necessary  than  to  know  how  to  write.  Hence  the 
importance  accorded  by  Swiss  and  Belgian  teachers  to  oral 
exercises.  In  France,  our  oSleial  programme  requires  the 
oral  reproduction  of  short  sentences  read  or  explained,  then 
of  narratives  recited  by  the  teacher,  the  resume  of  selections 
read  in  the  class,  the  report  of  lectures,  of  lessons,  of  walks, 

L  of  experiments,  and  recitals  of  literary  and  historical  selec- 

I  tions. 

I  359.  LiTERAUT  ExERCiBEa.  —  Without  presuming  too 
{  mnch,  we  may  assert  that  the  primary  school  itself  will 
I  tend  more  and  more  to  initiate  the  child  into  the  study  of 
I  literature,  and  will  inspire  him  with  a  desire  to  continue  for 
I  life,  by  personal  reading,  a  pursuit  full  of  attractions. 
I  It  is  mainly  in  the  form  of  lectures  given  by  the  teacher, 
I  and  of  recitations  given  by  the  pupil,  that  tliis  instruction 

■         '■  ArUcle  LuTigue  MtUenuille,  in  the  Dictiownawa  in  PcdoQ^^^ 
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wiU  be  given.  To  these  there  might  be  added  Uteraiy  criti- 
cisms,  which  will  have  the  advantage  of  accastoming  the 
pupil  to  write,  at  the  same  time  that  they  will  exercise  his 
taste  and  bring  him  into  more  intimate  relation  with  the 
beauties  of  literature.  Of  course  all  these  exercises  should 
be  conducted  with  discretion.  It  is  especially  in  the  teach- 
ing of  literature  that  the  instructor  ought  to  recollect  this 
reflection  of  M.  Greard :  "  The  object  of  primary  instruc- 
tion is  not  to  embrace,  under  the  different  subjects  whiclr- 
it  touches,  all  that  it  is  possible  to  know,  but  to  learn 
thoroughly  in  each  of  them  what  no  one  should  be  igno- 
rant of.*' 


CHAPTEE    V. 

THE    TEACHING    OF    HISTORY. 

360.  History  in  the  Common   School.  —  Twenty  years  ' 
ago  history  had  not  yet  gained  an  entrance  into  the  common 
schools  of  France. 

Even  in  the  day  of  grand  projects  and  at  the  heroic 
epoch,  I  mean  under  the  Revolution,  the  boldest  organizers 
of  the  national  schools,  Talleyrand  and  Condorcet,  had  not 
included  history  in  their  programmes.  This  was  because, 
in  the  ardor  of  their  struggle  against  the  old  regime,  and  in 
their  enthusiasm,  sometimes  fanatical,  for  the  new  order  of 
things,  the  early  revolutionists  had  come  almost  to  believe 
that  the  "history  of  France  dated  only  from  May  5,  1789^. 
Why  recall  memories  of  a  past  forevef  abolished?  Of 
what  use  to  relate  the  long  history  of  the  French  monarchy? 
That  history  had  disappeared  in  the  night  of  August  4,  with 
the  abuses  and  the  privileges  of  the  time ! 

But  these  prejudices  have  happily  disappeared.  In  1833 
M.  Guizot  introduced  history,  and  particularly  the  history 
of  France,  into  the  higher  common  schools ;  and  in  1867 
another  historian,  M.  Duruy,  accomplished  the  same  reform 
for  the  benefit  of  the  primary  schools. 

361.  Purpose  of  Historical  Instruction. — When  the 
history  of  France  is  taught  to  little  Frenchmen,  the  purpose 
is  surely  to  develop  their  patriotic  emotions  and  to  train 
them  up  in  civic  virtues.  In  fact,  history  is  an  admirable 
school  of  patriotism.     By  means  ot  vt  OTi"^^^  Oioxrs^x:^  ^<Kaa«?^ 
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to  be  ft  cold  abstraction ;  it  becomes  a  real,  living  beingrH 
whose  (leatiDy  the  pupil  follows  through  the  centuries,  gla4' 
denetl,  elated  by  ite  suceessea,  moved  and  affected  by  its 
reversee.  Instructed  by  the  principal  events  of  the  national 
history,  familiarized  with  ttie  names  of  its  illustrious  men,* 
the  child  will  believe  himself  a  member  of  a  great  familvi 
which  he  will  love  the  more  because  he  will  know  it  the 
better.  He  will  feel  himself  pledged  to  defend  the  heritage 
of  hia  fathers,  when  he  knows  at  what  n  costly  sacrifice  it 
has  been  acquired  and  preserved.  He  will  be  readv  to 
imitate  the  beautiful  and  noble  examples  of  bis  anceetors, 
when  a  faithftd  narrative  has  nourished  his  iniaginatio 
with  them. 

362.  Iki-i.uence  of  HiaroiiY  on  the  Development  of  thb  .j 
Mind.  —  But  history  offers    still  other   advautages.     Evei 
reduced  to  its  simplest  elements,  and  brought  within  the  ijj 
comprehension  of  children,  it  contributes  to  emancipate  the  I 
reason  and  to  train  the  jndgment.     Between  the  man  igno-  ' 
rant  and  narrow,  whose  tliought  does  not  pass  beyond  the  j 
Iiorizon  of   present   events,  and   him    who,  moderately    in- 
r     atructed  in  the  history  of  his  country,  has  some  idea  of  the'] 
I    progress  of  the  ages  and  of  the  painful  crisis  out  of  wbic^  *J 
I    modern  France  has  issued,  what  a  distance,  what  an  abyBs  I  V 
"    There  are  studies  of  which  it  may  be  said  that  they  are  thfr- 1 
liberators  of  tlie  spirit ;   history,  with   the   sciences,  ranba  | 
among  the  first  of  these.     How  many  belated  souls  would  beJ 
I'elieved  of  their  prejudices  if  history,  intelligently  studied,"! 
presented  to  them  the  spectacle  of  the  changes  that  have  I 
been   accomplished   and   of  the  man'elous   transformations'! 
that  have  renewed   the  face   of  the  world !     How  '  many 
I     adventurers  and  sectaries  would  be  cured  of  tlieir  foDy,  if 
the_y  could  be  sent  to  the  common  school  for  a  few  months, 
«orf  iu  history  made  to  touch  wvtVv  ftift  ftvi^ftt  •Cnft  xi 
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slowness  of  social  progress !  History  teaches  patience  to 
those  who  lack  it,  and  hope  to  those  who  grow  discouraged. 
On  the  oue  liand,  it  gives  wings  to  the  imagination ;  on  the 
:©ther,  historical  linowledge  is  as  baUast  which  gives  equilib- 
i  to  the  spirit  and  moderation  to  the  judgment. 

)3.    Characteristics  and  Limits  op  this  Instkuction. — 

j  It  cannot  be  proposed  in  the  common  school  to  undertake 

■tiie  study  of  uniiterBal    history.     Here  tbe  national  history 

I  ought  to  be  tlie  single  object  of  instruction.     The  facts  of 

ancient  history  or  of  general  history  should  be  introduced 

I  only  by  reason  of  tlieir  intimate  relations  with  the  nation's 

1   history,  and  in  the  same  proportion  as  they  explain  its  desti- 

I  nies.     It  is  important,  moraover,  that  the  national  history 

I  be  taken  up  at  its  beginning  in  order  that  it  may  be  con- 

tmued  and  carried  forward  to  tlie  end.    In  American  schools 

the  middle  age  is  almost  completely  ignored.     This  is  well 

enough  for  a  uatitm  hardly  a  century  old,  but  it  should  not 

be  the  same  with  ns.     Our  history  is  a  whole  which  cannot 

I  be  divided.     In  order  properly  to  comprehend  the  Revolu- 

I   tion,    we    must   know  the  feudal  system    and  the  absolute 

monarchy.     We   can   be   indifferent  to  nothing  which  our 

ancestors  have  done,  to  nolbiiig  which  they  have  suffered. 

Moreover,  tlie  old  history  of  the  Middle  Age  is  particularly 

interesting  to  the  child ;  here  the  picturesque  predominates 

[  and  dramatic  incidents  abound. 

I  It  is  not  merely  by  fragments  and  detached  narratipes, 
'  but  in  a  regular  and  consecutive  course,  that  the  history  of 
tlieir  country  in  its  vast  compass  should  be  presented  to 
children.  Doubtless  with  begiiinera  it  is  well  and  perhaps 
necessary  to  resort  at  first  to  anecdotes  and  biographies  i 
but  as  soon  as  possible  we  must  require  the  child  to  follow 
the  march  of  time  and  t^ach  him  tbe  succession  of  facts  uv 
their  chronolcgital  order. 
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"Do  not  proceed  at  random,"  saja  M.  Laviase.    "Weave ft 
the  woof  on  whicli  yoii  are  to  delineate  the  grand  facts  and  t 
grand  figures  of  history," 

Complete  and  regular,  the  teaching  of  history  ought  at 
the  same  time  to  be  temperate  without  ceasing  to  interest 
and  to  please.  Especially  iu  the  common  school  it  is  neces- 
sary to  avoid  the  dryness  of  a  airaple  chronological  uomen-  , 
clature  and  tiie  diffusiveness  of  an  over-rich  erudition, 
order  to  escape  fatigue  and  confusion,  the  attention  must  bel 
held  to  the  gi-eat  facta. 

"  Our  better  teachers,"  aajs  M.  Grdard, "  know  that  in  1; 
it  ia  the  Golid  framework  of  great  events  and  of  generative 
that  they  are  to  eujp'ave  in  the  intelligence  of  children,  witfaoall 
losing  themselves  in  the  detaUa  of  accessory  facta  and  secondai^  | 

Finally,  without  omitting  anything  essential,  the  intelligent 
teacher  will  know  how  to  choose  the  facts  which  deserve  more 
than   others   to  retain  the  attention  and  to  be  more  fully 
related  and  explained.     In  his  choice  he  will  be  guided  byJ 
the  definition  given  by  Voltaire;  "Real  history  is  that  ofT 
the   manners,    the  laws,  the  arts,  and  the  progress  of  tbaM 
human  spirit."     He  will  nut  lose  his  way,  like  the  hiatoriaDK  I 
of  former  times,  in  tedious  details  and  descriptions  whicb  A 
have  no  practical  value. 

"  Supposing   even    that    you  had    diligently  read,"  says  UrJ 
Spencer,  "not  only  'The  Fifteen  Decisive  Battles  of  the  WoiidA| 
but  accounts  of  all  other  battles  that  history  mentions ;  how  miu 
more  judicious  would  yonr  vote  he  at  the  nest  election?" 

364.     Ftjndamentai.     Notions     of     History.  — E 
teachers   are  troubled,  and   not  without  reason,  with   the^ 
difficulty  the  child  experiences  iu  entering  into  the  world  of 
bigtory,  ia  comprehending  its  fundamental  ootioos,  ur  what 
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Mr.  Bain  calls  tlte  elements  of  history.  From  an  early  hour 
the  child  sees  about  him  hills,  valleys,  watercourBes,  plains, 
villages,  and  cities ;  it  will  be  easy  then  to  initiate  him  into 
geographical  studies;  bnt  society,  the  state,  public  ofiBcea, 
even  the  idea  of  the  past,  —  these  are  things  which  surpasa 
the  mind  of  the  child,  reduced  as  he  is  to  Ijia  sensationB 
and  confined  within  the  narrow  circle  of  the  family  or  of  the  , 
school. 

Thus  English  teachers  are  of  the  opinion  that  the  teacher 
of  history  should  first  give  a  short  series  of  lessons,  eith^ 
oral  or,  better,  borrowed  from  a  good  Ijook,  by  means  of 
which   he  should  attempt  to  make  intelligible  some  of  the  i 
simple   and    fuiidamental   ideas    of   history,    as  a  state, 
nation,    a  dynasty,   a  monarch,   a  parliament,    legislation,  J 
jnstice,    taxes,    etc.^     We  cannot  too  strongly  condemn  al 
method  like  this,  which,  at  the  beginning  of  the  study  of  ■ 
history,    would   re-establish    the    abstractions    which   have'f 
been  discarded  with  such  difficulty  from  tiie  beginning  c 
other   studies.     Those  so-called  historical  elements  are  butl 
general  notions,  of  which  the    child    has  no  need  for  tbfl 
nnderstandiug  of    particular    facte    and    for   acquiring  an 
interest  in  a  moving  narrative.     History  is  pre-eminently  I 

J  of  facts,  and  it  is  especially  with  chOdren  that  ilH 
must  preserve  this  character.  Little  by  little,  and  with  thol 
child's  progress  in  study,  these  notions,  supported  upon 'I 
facts,  will  classify  themselves, 


365.   Two  Systems  for  the  DisTniBmoN  of  Subject- 
matter.  —  It  is  a  diffleult  question  to  know  which  is  better:  J 
the  ancient  programme,  which  presented  the  whole  of  ourfl 
national  history  to  the  chOdren  of  the  common  sciiool  three! 
times,    proportioning   the    breadth   of  the    treatment    andtl 

'  Filch,  op.  etl.,  p.  370. 
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adjusting  the  nature  of  the  questions  to  the  child's  progress 
in  age  and  in  intelligence ;  or  the  order  followed  in  sec- 
ondary instruction,  which  consists  in  dividing  the  history  of 
France  into  several  peiiods,  in  making  several  portions  of 
it,  each  of  them  being  allotted  to  a  different  class. 

366.  Advantages  and  Disadvantages  of  the  Ancient 
System.  —  According  to  the  ancient  method,  the  teacher 
passed  over  the  same  road  three  times,  but  each  time  the 
subject  was  enlarged;  and  it  is  impossible  to  deny  the 
advantages  of  a  system  which  it  was  wrong  to  abandon  com- 
pletely. Through  the  effect  of  repetition,  the  facts  were 
better  engraved  in  the  memory  of  the  children ;  and  besides, 
on  this  plan,  from  the  elementary  course  the  pupil  has 
an  idea,  however  incomplete  it  may  be,  of  the  general 
course  of  the  national  history.  Finally,  as  they  bear  three 
times  on  the  same  subjects,  the  lessons  may  be  skillfully 
graded  and  adapted  to  the  age  of  the  pupils. 

But  the  disadvantages  of  a  triple  repetition  are  not  less 
evident.  First,  ennui  is  to  be  feared ;  for  in  the  last  two 
courses  there  is  no  longer  any  surprise ;  there  is  nothing 
absolutely  new  for  the  pupil. 

Besides,  it  is  to  be  feared  that  the  teacher,  obliged  to 
exhibit  the  whole  history  of  France  at  one  view,  may  not 
be  able  to  make  a  leisurely  survey  of  the  most  important 
epochs.  Now,  with  children  particularly,  history  is  valu- 
able only  through  its  details.  Hence  it  would  seem  to  be 
necessary  to  divide  the  course  into  several  parts,  so  as  not 
to  oppress  the  minds  of  beginners  under  the  weight  of  a 
chronology  too  extended  and  too  complicated. 

3G7.  Actual  Proghamme.  —  These  reflections  seem  to 
have  inspired  the  authors  of  the  programme  of  1882,  who 
organized  the  study  of  history  upon  a  new  plan. 
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Below  is  the  text  of  the  actual  programmes.  It  will  be 
noticed  that  they  are  very  short,  that  they  do  not  enter  into 
detail,  and  that  they  simply  fix  the  distribution  of  the 
topics,  rightly  leaving  to  the  teacher  the  liberty  of  moving 
at  his  ease  within  the  limits  that  have  been  traced  for  him. 

Elementary  Course  :  Narratives  and  familiar  conversations 
upon  the  most  important  characters  and  the  principal  facts  of  the 
national  history,  up  to  the  beginning  of  the  Hundred  Years*  War. 

Intermediate  Course  :  Elementary  course  in  the  history  of 
France,  insisting  exclusively  on  the  essential  facts  since  the  Hun- 
dred Years'  War. 

Higher  Course  :  Very  summary  notions'  of  general  history ; 
for  antiquity,  Egypt,  the  Jews,  Greece,  Rome  ;  for  the  middle  age 
and  modern  times,  great  events,  studied  especially  in  their  rela- 
tions to  the  history  of  France. 

Systematic  review  of  the  history  of  France ;  a  more  thorough 
study  of  modern  history. 

Presented  at  first  in  the  form  of  narratives  and  anec- 
dotes, but  always  in  a  chronological  order,  down  to  the 
Hundred  Years'  War,  the  history  of  France  does  not  con- 
stitute a  regular  exposition,  consecutive  and  didactic,  except 
in  the  Intermediate  Course.  It  is  completed  in  this  form 
during  the  two  years  of  the  Intermediate  Course ;  but  in 
the  Higher  Course  it  is  systematically  reviewed  from  begin- 
ning to  end,  and  in  its  most  recent  periods  it  is  exhaustively 
studied. 

The  actual  system  is  a  just  medium  between  the  two 
methods  which  we  have  indicated.  On  the  one  hand,  in 
the  first  two  courses  the  history  is  divided  into  two  parts, 
from  the  beginning  down  to  1328,  and  from  1328  to  the 
present  day.  On  the  other  hand  the  third  course,  save  the 
addition  of  some  notions  on  general  history,  is  devoted  to  a 
systematic  review,  and  on  certain  points  is  exhaustive. 

This  mixed  system  escapes  the  ia\A\,a  «Ai'\  ^xcJwi^^'a* 'Ocis^ 
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advimtAges  of  the  tno  exolu§)ve  eystetns.  As  it  seeiOB  to 
ns,  however,  it  has  one  great  diaad vantage,  —  that  of  keep- 
ing the  voungeBt  cliil'Ircn  of  tbe  sehool  for  too  long  a  period 
on  the  remotest  epochs  of  our  history. 

Is  it  Dot  to  be  feared  that,  expatriated  to  their  oiaOi  year  I 
ID   remote    ceDturies    where    nothing    recalls    to  them   the    i 
present,    the    boginnera    may   not    bring  to  the    etndy    of 
history  an  interest  that  is  Tivid  enough? 

368.  The  So-called  Regressive  Method. — This   dis- 
advantage is  so  real  that  certain  teachers  have  had  the  idea    , 
of  recommending  a  strange   method  whicli  in  Germany  is    ' 
called  the  regressive  method,  and  which  consists  in  teaching 
history  backwards,  by  beginning  at  the  end  and  ascending   j 
the  course  of  the  ages.  ' 

"In  England,  in  the  primary  school,"  says  M.  GHard,  "thai 
study  of  hiatory  ia  begun  with  the  contemporary  period,  for  thafl 
purpose  of  giving  tlie  intelligence  oi  the  child  a  good  groundinga 
in  the  ideas  of  the  time  in  which  he  Ih  eaUed  to  live."  ■ 

This  system  has  had  but  few  imitators  in  France.  I  very.fl 
well  know  that  in  geography  we  start  from  the  village  M 
school  to  railiate  little  by  little  over  the  whole  world ;  but  1 
in  history  it  is  impoesible  to  follow  the  same  course.  We  ^ 
must  resign  onreelves  to  the  nccessaiy  conditions  of  eacltj 
study,  and  it  would  be  absurd  to  attempt  to  invert  th^| 
chi'onologicol  order.  ^t 

However,  let  us  retain  one  just  and  practical  idea  froi^ 
this  whimsical  scheme ;  in  the  teaching  of  history  it  will  mH 
best  as  often  as  possible  to  compare  the  past  with  tiuM 
present,  and  to  illustrate  ancient  events  by  comparisons  witha 
contemporaneous  events.  As  some  one  has  said,  "  lofl 
jtriinary  instruction  every  lesson  in  history  should  begiitl 
witbtba  TTord  ^OTwerly,  and  cogtioaftyftfa.  Aba  word  (o-4te(yjj 
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).  Genekaj.  Method  to  be  Followed.  —  The  order 
to  be  followed  is  not  debatable, — -it  ia  the  order  of  time; 
but  the  method,  what  shall  it  lie? 

Fii-at,  let  ua  say  that  it  should  not  be  the  same  for  the 
different   courses.     That  which   is   possible   and    desirable  1 
with  the  most  advanced  pupils  is  uot  always  so  with  the 


Let  UB  add  that  the  teachiug  of  history,  more  perhapa 
than  any  other,  admits  a  great  Tariety,  a  great  liberty  ia 
means.     We  shall  not,  however,  go  so  far  as  to  say,  with  j 
Mr.  Bain,  "that  the  teaching  of  history  almost  appears  t 
defy  method." 

No,  there  are    general   rules   to   be    followed,    there   are   ; 
accessory  proeesses  to  be  employed ;  and  the  best  proof  of 
this  is  that  the  men  t'fiarged  with  the  inspection  of  schools 
always  find  much  to  censure  ia  what  is  done  in  them  with  , 
respect  to  the  teaching  of  history. 

370.  Ordinaky  Fa0i.ts  in  Historical  Teaching.  — 
the  Rapports  of  the  Inspectors-General  of  primary  instruc- 
tion we  notice  a  number  of  observations  relative  to  the 
ia(»t  ordinary  defects  in  the  teaching  of  history. 

"The  history  ia  recited,  but  not  understood.     Almost  every- 
where history  ia  but  a  simple  repetition.    The  lesson  is  explained 
nhen  it  is  too  late.      Pupils   recite  without  comprehending;  the 
esplanatiouB   are   generally  insufficient.     The   teacher  is  loe 
the  gloom  of  the  first  centuries ;   there  is  absolute  silence  a 
modern  times.     Kardly  anywhere  is  history  brought  down  to  tha  . 
period  when   it   begins   to   become   the   moat   interesting.      Tha  J 
attention  ia  usually  restricted  to  the  atudy  of  dynasties  and  tha  I 
chronology  of  battles.     The  teacher  seems  afraid  to  take  up  thftf 
history  of  Oie  Revolution.     Questions  are  much  too  rare.     TbaS 
leason  is  rarely  prepared  by  the  teacher.     History  is  generally^ 
the  subject  that   is   moat   neglected.     Most   frequently  history  it 
taught  only  in  the  higher  divisions."    (RapiKtrU  cAV'Si'i^^saa:^  . 


352  PRACTICAL   PEDAGOGY. 

"  Too  much  time  is  still  given  to  the  accounts  of  battles. 
Teachers  are  satisfied  with  the  pure  and  simple  repetition  of  the 
text  without  any  development  of  the  subject.  History  is  too 
much  isolated  from  geography.  The  course  is  begun,  but  is 
rarely  finished.  Written  review  is  most  often  wanting.  The 
study  of  history',  conducted  exclusively  from  the  book,  remains 
profitless."     {Rapports  of   1880,  1881.) 

In  a  word,  history  is  still  too  often  an  exercise  of  pure 
repetition,  in  which  the  book  plays  an  exclusive  part.  The 
teacher  does  not  participate  in  it  suflSciently  by  oral 
expositions,  by  explanations,  and  by  comments.  Besides, 
he  lingers  too  long  on  the  ancient  period,  and,  either  from 
having  a  poor  knowledge  of  his  own  times  or  as  a  conse- 
quence of  certain  scruples,  he  abridges  or  even  omits  the 
history  of  the  Revolution  and  of  the  contemporary  period. 
The  accounts  of  battles  weigh  more  with  him  than  the  more 
useful  analysis  of  institutions  and  manners.  Finally,  the 
processes  which  are  wholly  indispensable  for  good  iustruc-' 
tion,  —  interrogations  and  written  reviews,  —  are  totally 
neglected. 

371.  Recommendations  made  by  Teachers. — After  the 
complaints  of  the  Inspectors,  let  us  hear  the  recommenda- 
tions made  by  the  teaching  body  itself.  All  of  them  are 
not  faultless,  but  most  of  them  confirm  the  criticisms  of  the 
Inspectors-General,  and  prove  that  at  least  the  best  of  the 
teaching  profession  are  in  accord  with  the  wishes  of  their 
superiors.  Let  us  say,  in  addition,  that  the  following  recom- 
mendations relate  only  to  the  elementary  division  or  lowest 
class : 

"  Teaching  through  sight  by  means  of  engravings.     Instruction 

through  the  explanation  of  pictures.     Pass  rapidly  over  the  early 

periods.     Costumes,  employments  ;  comparison  by  means  of  draw- 

ings  and  pictures  of  the  industries  of  our  ancestors  with  those  of 
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* 

to-day.  Let  history,  made  as  vivid  as  possible,  be  taught  to  chil- 
dren in  the  form  of  biographies  or  narratives.  Instruction  in 
history  consists  in  amusing  and  instructive  anecdotes  related  by 
the  teacher  and  repeated  by  the  pupils.  Instniction  given  in  the 
form  of  object-lessons  may  and  should  comprehend  only  the  great 
facts,  the  great  epochs  of  our  history ;  and  yet  it  ought  to  be 
xniegraL  Ascend  the  course  of  the  ages  by  making  history.  The 
teaching  of  history  should  be  wholly  oral.  Charts  representing 
the  great  facts  of  our  national  history.  A  collection  of  twenty 
engravings,  representing  in  a  very  clear  and  salient  manner  the 
principal  characters  of  French  history,  is  a  necessity.  Instruction 
in  history  will  be  given  by  means  of  short  narratives,  which 
children  will  be  called  upon  to  reproduce  by  means  of  questions 
prepared  in  advance.  It  will  serve  to  develop  in  children,  not  only 
the  memory  but  the  judgment,  and  especially  the  principal  civic 
virtues." 

372.  What  may  be  called  Intuition  in  History.  —  We 
must  have  been  struck,  on  reading  the  preceding  extracts, 
'with  the  importance  which  competent  judges  attach  to  the 
methods  and  processes  which  render  the  instruction  in 
history  interesting  and  animating.  It  is  not  necessary  to 
address  the  memory  alone,  although  memory  is  the  chief 
resort  in  history ;  but  we  must  also  address  the  reasoning 
faculties,  and  cause  events  to  be  comprehended  and  judged. 
'*It  is  not  of  so  much  importance  to  know  where  Mar- 
cellus  died,"  said  Montaigne,  "as  why  it  was  unworthy 
of  his  duty  that  he  died  there."  Above  all,  we  must  speak 
to  the  imagination,  and,  so  to  speak,  resuscitate  the  past 
before  the  eyes  of  the  child.  Let  the  narrative  of  the  book 
and  the  lesson  of  the  teacher  have  enough  telief  and  color, 
so  that  the  child  may  see  in  some  sort  the  things  and  the 
men  that  are  spoken  of. 

"Animate  your  narratives  by  Uvely  and  familiar  tones,"  said 
F^nelon.    "  Make  all  youi*  characters  sp^^kv  ^w^  Ok^^^\^  ^^^^a^ 
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I  have  a  yiyid  imagination  wiU  telieve  they  see  tliem  an^^S^^ 

I  Ibeni."      Aiid  to    the    same    effect    Guizot    wrote;    " Historical 

[  characters  moBt  seem  to  children  real  living  beings  whom  they 

[  love  or  hate,  whom  they  esteem  or  liespise." 

I  To  this  intuition  of  the  mind,  which  ia  the  coDseqnencA' I 
I  of  a  vell-tolil  narrative,  it  is  not  useless  to  join,  when  it  is  I 
I  possible,  a  real  intuition  of  the  eyes,  by  showing  to  the  child  J 
vignettes  aod  engravings  which  represent  the  principal i| 
I   characters  anil  the  great  scenes  of  history, 

I  "Eight  or  l«n  well-made  engravmga,"  says  M,  Buisson,  "with  J 

I  or  without  color,  teach  the  children  more  about  the  ancient  civil-  '' 

[  izatioDS  than  many  pages  of   descriptions.     A  view  of  the'pyra-  J 

I  mida  or  of  the  hypogea  of  Upper  Egypt,  an  exact  reproduction  I 

I  of  the  monuments,  vessels,  arms,  and  costumes  of  liome  t 

I  Greece,  gives  a  singular  animation  and  support  to  the  narratives  j 

I  of  the  teacher.    It  is  an  object-lesson  transported  into  the  most  J 

I  remote  past."^ 

I  However,  pictures  are  but  an  accessory,  and  it  pertain^* 

L  mainly  to  the  art  of  the  teacher  or  of  the  writer  to  animate  \ 

I  the  instruction  in  history  and  to  give  the  child  an  interest  i 

I  in  it. 

L  "During  the  first  years,"  aaya  Madame  Pape-Carpantier,  ' 

I  tory  ought  to  be  presented  to  children  in  the  form  of   anecdotes,  I 

I  The  facta  related  ought  not  only  to  be  chosen  from  the  moral  I 

I  point  of  view,  but  presented  in  an  animated  and    picturesque  1 

I  manner.      Let  the  teacher  put  into  them  a  little  of  that   action  1 

I  which  is  recommended  to  the  orator,  to  the  end  that  his  recital  1 

I  may  produce  a  picture  in  the  imaginatlou  of  his  little  pupils,  n 

[  In  a  narrative  children  love  what  is  dramatic.    We  should  give 

[  movement   to   our   characters,  make   them   apeak,  act,  i 

I  word,  live.  ...  So  far  as  possible,  each  detached  feature  should 

I  be  accompanied  by  a,  sketch  of   the  manners  contemporary  with 

I  the  facta  related;  for  example,  the  mysterious  life  of  the  Druids  , 

I  in  the  foreats  which  formerly  covered  the   soil  of   c 

J  M.  Buiflson,  i'Jnatructlon  priinoire  o  VwMie, 
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I  873.  A  Lesson  upon  the  Fbudal  System.  —  To  show  I 
how  a  skillful  teacher  may  succeed  iu  animating  a  lesson  ia  I 
history,  even  on  a  difficult  subject ;  in  interesting  an  entire  I 
class  in  it  by  striking  desei-iptiona  and  by  drawings  upon  I 
the  board,  and  in  rendering  the  past  clear  and  vivid  by  aa  I 
incessant  appeal  to  the  experience  or  to  tbe  reason  of  the  I 
child,  tlie  best  course  will  be  to  give  an  example,  which  w&l 
sbuU  borrow  from  M.  Imvisse.  I 

Tiie  following  lesson  was  given  at  Paris,  in  the  Faubonrg-J 
Saint  Antoine,  to  a  class  of  children  eight  years  of  age :      I 

"I  arrived  at  the  moment  when  a  young  teacher  began  a  J 
lesson,  on  tlie  Feudal  Sjatem.  He  did  not  uaiierstand  Ins  biisi-  I 
ness,  for  he  spoke  of  hei'editary  services  and  privileges  in  a  way  1 
which  left  the  children  whom  he  addressed  absolutely  indifferent  I 
At  that  moment  M.  Berthereau,  the  director  of  the  school,  enters.  I 
He  interrupts  the  leaaou  and  appeals  to  the  whole  class  :  "  Who  ' 
is  there  here  who  has  ever  seeu  a  castle  of  the  Feudal  times?"  ' 
No  one  replies.  The  master  then  speaks  to  one  of  tliese  young 
inhabitants  of  the  Paubourg  Saint  Antoine  ;  "  Have  you  never 
been  at  Viiioeimes  ?  "  "  Yes,  sir."  "  Very  well ;  you  have  seen  a  i 
castle  of  Feudal  times."  A  starting-point  has  now  been  found 
ill  the  present.  "  What  sort  of  a  building  is  this  castle  ?  "  Sev- 
eral children  reply  in  concert.  The  master  selects  one  of  them,  I 
leads  him  to  the  board  and  obtains  a  rough  drawing',  which  he  1 
corrects.  He  marks  indentures  hi  tbe  wall.  "What  is  that?"  1 
No  one  knew.  He  defined  an  embrasure.  "  What  was  the  I 
purpose  of  this  7"  Some  one  finally  guessed  that  this  served  I 
for  defence.  "With  what  did  they  fight,  —  with  guns?"  Tlie  J 
greater  number,  "No,  sir."  "With  what,  then?"  A  young, i 
scholar  from  tbe  foot  of  the  class  cries  out,  "With  bows."  ■ 
"What  is  a  bow?"  Ten  reply,  "It  ia  an  arbalist,  sir."  The  fl 
teacher  smiles,  and  explains  the  ditfereuce.  He  then  tells  how  I 
difiieidt  it  was  with  bows,  and  even  with  the  military  engines  of  '■ 
the  time,  to  take  a  castle  whose  walls  were  high  and  broad;  and  ^ 
continues :  '■  When  you  are  good  workmen,  and  travel  on  buaineaa 
uw  for  pleasore,  you  will  meet  wOla  ^Oaa  tviiixa  c~  -    — 
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mentions  Montlh^ry  and  other  ruins  in  the  vicinity  of  Paris. 
*^  In  each  of  them  there  was  a  feudal  lord.  MThat  did  all  these 
lords  do?"  The  whole  class  replies,  "They  fought."  Then 
in  the  presence  of  these  children,  no  one  of  whom  lost  a  single 
word,  the  master  describes  a  feudal  lord,  placing  the  knights  in 
the  saddle  and  covering  them  with  their  armor.  "  But  a  castle 
is  not  taken  with  cuirasses  and  lances,  and  so  the  war  was  not 
finished.  And  who  would  suffer  most  from  the  war  ?  Those 
who  had  no  castles,  the  peasants  who  in  those  times  worked  for 
the  lord.  Then  the  cabins,  belonging  to  the  peasants  of  the 
neighboring  lord,  were  burned.  *Ah!  you  bum  my  cabins,' 
said  the  lord  who  was  attacked;  *I  will  bum  yours.'  He  did 
so,  and  burned  not  only  the  cabins,  but  even  the  harvests.  "And 
what  happens  when  the  harvests  are  burned  ?  There  is  a  famine. 
Can  people  live  without  eating  ? "  The  whole  class :  "  No,  sir." 
"  Then  is  war  very  necessary  to  find  a  remedy  ?  "  He  then  speaks 
of  the  Truce  of  God,  and  adds :  "  This  is  truly  a  singular  law. 
Why,  it  was  said  to  the  brigands,  remain  quiet  from  Saturday 
evening  till  Wednesday  morning,  but  for  the  rest  of  the  time 
do  not  trouble  yourselves,  —  fight,  burn,  pillage,  kill !  Were 
these  people  madmen  then  ? "  A  voice :  "  Most  certainly." 
"No;  they  were  not  madmen.  Pray  listen  to  me.  Here  are 
indolent  people.  I  do  the  best  I  can  to  have  them  work  the 
whole  week ;  but  I  would  be  half-satisfied  to  have  them  work 
till  Wednesday.  The  church  would  much  prefer  not  to  have 
them  fight  at  all ;  but  as  she  could  not  help  it,  she  attempted  to 
make  the  lords  keep  quiet  half  of  the  week.  Something  is  always 
gained  in  this  way.  But  the  church  was  not  successful.  There 
nmst  be  force  against  force,  and  it  was  the  king  who  brought  all 
these  people  to  terms."  Then  the  master  explains  that  the  lords 
were  not  all  of  equal  rank,  and  that  below  the  master  of  such  a 
castle  there  was  a  more  powerful  lord,  and  one  of  higher  rank 
living  in  another  castle.  lie  gives  a  fairly  correct  idea  of  the 
gradations  in  rank,  and  at  the  top  places  the  king.  "When 
people  are  fighting  with  each  other,  who  stops  them  ?"  Reply, 
"  The  policeman."  "  Very  well ;  the  king  was  a  policeman. 
What  was  done  with  those  who  fought  and  killed  somebody?" 
Reply :   "  They  are  brought  to  trial."      "  Very  well ;  the  king 
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J  was  a  jndge.  Can  we  do  without  policemen  and  judgea  ?  "  "  No,  I 
sir."  "Verywell;  the  ancient  kings  were  as  useful  to  France  aa  4 
policemen  and  judges.  In  the  end  they  did  evil,  but  they  begao  f 
by  doing  good.  What  did  1  say,  —  aa  useful?  Much  more 
for  there  -were  iiiore  brigands  then  than  now.  These  lords  \ 
ferocious  fellows,  were  they  not?"  The  class:  "Yes,  i 
"  And  the  people,  my  children,  were  they  any  better?"  Un 
inouB  reply,  in  a  tone  of  conviction ;  "  Yes,  sir."  "  No,  no, 
children.  When  they  were  cowards,  the  common  people  v 
teixible  people.  They  also  pillaged,  burned,  and  killed ;  they  1 
killed  women  and  children.  Reflect  that  tliey  did  not  know 
what  was  good  or  what  waa  bitd.     They  had  mit  been  taught  to 


374,    The   Book. — There    is   a   great  distance  between 
this  varied  and  attractive  inati'nction  and  the  method   too 
often  in  nee,   which  consists  in  making  the  pupil  read  a 
book,  and  Bometimes  making  him  learn  it  mechanically  by  J 
heart. 

As  soon  ae  poBsible  the  teacher  ought  to  intervene,  hy  I 
[  familiar  eonverBatioua  in  the  lower  classes,  and  by  a  oon- 
eecutive  exposition  with  the  older  pupils. 

However,  we  do  not  think  of  proscribing  the  book,  which, 

',    especially  in  history,  is  necessary  for  aeouracj  in  dates  and 

'   the  memory  of  facts.     It  would  be  cinwiae  to  abandon  the 

child   to  the  hazards  of  memory  and  the  possible  errors  of 

note-l.iooks. 

1  default  of  a  special  hook,  as  in  Germany,  it  is  at  least 
necessary  that  the  reading-book,  that  "  encyclopedia  of  the 
common  ■school,"    should  contain    among    other  things  the 
historical  notions  the  knowledge  of  which  is  thought  fo  be  j 
indispensable. 

Better   still   are   the   elementary   historical    books,    com- 
I  posed  with  exclusive  reference  to  the  common  schools,  and 

>  Semte  da  Deux  Jfindes. 
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aimilar  to  those  which  have  been  published  for  several  yeanill 

in  France,  which  avuid  (Iryneas.  long  notDeoclatnres.  gene-  I 

alogies,  and  superHiious  details,  which  give  children  general  1 

I    impresBioofl,  clear  views,  and  a  last*  for  history.  | 

I        375.     ScMMAHiEs     AMD    Nakratives. — An     elementary 
i    book  on    history    should    comprise  at   least  two    essential  J 
parts, — summaries  and   narratives.  I 

The  Bummariea  should  be  as  complete  and  at  the  same  I 
time  as  brief  as  possible.  1 

The  pupil  will  learn  these  by  heart  ■,  for  even  in  history  I 
there  is  a  part  for  literal  recitation  to  play.  The  special  ■ 
purpose  of  these  summaries  Ls  to  assure  precision  of  ideas. 
They  will  fix  in  the  child's  mind  the  rigorous  succession  and 
order  of  events.  By  this  means  we  shall  escape  the  metliod 
of  scattered  anecdotes  or  of  disconnected  bit^raphies,  which 
is  proper  only  for  little  children. 

There  should  not  be  too  many  narratives  in  an  elementary 
book  on  history.     They  ought  not  to  be  learned  by  heart, 
and   should   receive   only   an   attentive    reading,  enlivened 
by  oral  explanations,  by  the  interrt^ations  of  the  teacher, 
and  by  the  responses  of  the  pupil.     It  is  especially  by  these 
narratives  that  the  child  wilt  be  interested  in  the  study  o(     , 
history ;    he  will  find  in  them  the  portraits  of  great  men,     | 
sketches  of  manners,  beautiful  examples,  everything  which  J 
characterizes  the  difFereut  epochs.  ■ 

Of  course,  besides  the  summaries  and  narratives,  the  book-fl 
is  also  composed  of  a  text,  more  or  leas  complete,  in  whicbl 
the  events  are  presented  in  their  order  and  with  the  refleu-w 
tiona  which  they  suggest.  In  a  less  elementary  book  thUl 
text  will  of  itself  constitute  the  whole  work.  U 

.37S.  The  Drtv  of  the  Teachek.  —  It  cannot  be  toofl 
often  repeated  that  the  teacher  plays  the  principal  part  iliH 
t^e  teacbing  of  history.  *afl 
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"  It  was  long  ago  that  Lhamond  said  that  the  best  book  is  the 
living  voice  of  the  teacher.  For  this  purpose  we  do  not  demand 
that  he  profess;  for  this  word  suggests  the  idea  of  pedantry, 
and  the  teacher  who  listens  to  his  own  voice  has  few  chances  of 
making  himself  heard.  Simple  and  modest  explanations,  pre- 
ceded or  followed  by  questions  to  illustrate  them,  —  this  is  what 
Lhomond  recommended."  ^ 

The  teacher  ought  to  explain  the  book,  and  comment  on 
it;  but  he  ought  also  to  do  without  the  book  and  venture 
himself  to  sketch  the  narrative  of  an  event  or  of  an  histor- 
ical period.  Especially  in  the  higher  course  he  will  substi- 
tute the  living  voice  for  the  dead  book,  too  often  not 
comprehended.  If  he  will  prepare  himself  for  this  in  ad- 
vance, and  know  just  what  he  is  going  to  say,  and  in  what 
order,  his  oral  exposition  will  be  worth  much  more  than  the 
best  of  books. 

377.  The  Duty  of  the  Pupil.  — In  the  study  of  history, 
the  pupil  ought  not  to  be  merely  a  reader  or  an  attentive 
listener ;  he  must  be  made  to  speak  and  relate  what  he  has 
learned  from  his  book  or  from  his  teacher.  No  subject  is 
better  adapted  to  interrogations  and  to  drill  in  speaking 
than  history.  Besides,  as  Greard  recommends,  the  pupil 
should  be  invited  to  make  a  summarv  of  the  oral  lesson. 
Short  written  themes  and  reproductions  might  also  be  re- 
quired of  him  on  the  subject  which  has  been  studied  in  the 
class,  so  that  his  own  labor  may  be  added  to  that  of  the 
teacher,  and  the  history  may  not  be  for  him,  as  it  is  too 
often  the  case,  simply  the  occasion  for  easy  reading,  accom- 
plished with  distraction  and  without  real  profit. 

378.  Incidental  Aids. — The  imagination  of  teachers, 
and  especially  that  of  authors,  has  multiplied  inventions  of 

1  M.  Greard,  VEnseignement  primaire  a   Paris.    "^o^^R-^Oc^^s^vax^sSic^^ 
M.  Greard,  it  is  necessary  that  the  teaclieT  pToteft^,>3!aaX*  V<5k\i^  "s^.  ^"^"^ 
lessor. 
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every  sort  to  facilitate  tlie  study  of  history.  In  general  we 
count  but  little  on  these  auxiliary  aids,  such  as  synoptical 
and  genealogical  tables.  Nevertheless,  competent  educators 
recommend  the  use  of  mural  charts. 

Nor  are  pictures  in  all  their  forms  to  be  despised.  "  It  is 
to  be  hoped,"  says  M.  Buisson,  '•  that  popular  art,  escaping 
finally  from  its  trivial  uses,  may  become  with  us,  as  it 
already  has  in  other  countries,  a  means  of  diffusing  useful 
knowledge,  and  above  all  that  of  the  national  history." 

379.  History  and  Civic  Instruction. — History  is  the 
natural  preface  to  civic  instruction,  —  that  is,  to  notions 
relating  to  the  actual  constitution  of  the  society  in  which  the 
child  is  called  to  live. 

"  The  Americans,"  says  M.  Buisson,  "  teach  history  in  view  of 
political  education.  Their  reading-books  contain  quite  numerous 
selections  relative  to  the  ancient  republics.  In  modern  times 
they  dwell  particularly  on  social  and  political  institutions.  .  .  . 
Themes  like  the  following  are  assigned  to  the  pupils :  A  parallel 
between  Pitt  and  Washington." 

"Certain  educators,"  says  M.  Braun,  "think  that  his- 
tory and  civic  instruction  ought  to  be  united,  and  taught 
one  with  the  other,  one  by  the  other." 

Without  going  so  far  as  to  blend  these  two  subjects,  we 
ought  not  to  forget  the  relations  between  them.  Instruc- 
tion in  civics  can  be  but  the  coronation  of  historical  studies ; 
and  while  relating  with  impartiality  the  history  of  his 
country,  the  teacher  will  be  right  in  shaping  his  instruction 
in  view  of  the  political  education  which  is  proper  to  be  given 
to  children. 

380.  History  and  Geography.  —  History  has  still  more 
intimate  relations  with  geography,  and  the  recital  of  histori- 

cal  events  should  not  be  separated  iiom  a.  description  of 
the  country  wiiere  the  eventa  U>o\v  \A^ii<i.    Q^^c^^x^^^V^  ^\A. 
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r  chronology,  says  an  old  adage,  are  the  two  eyea  of  history ; 

1  fact,  if  we  do  not  know  the  theatre  where  men  have 

Lacted,  it  is  difflenlt  to  form  el  just  idea  of  their  activity. 

Conclusion.  —  Thus    understood,  history  is  a  truly 

r  profitable    stndy    and  a  branch  of    instruction    adapted  to 

children.     Let  us   give  ear  neither  to  Jaeotot,  who  c 

otiiity  absolutely,  nor  to  Mr.  Bain,  who  asserts  Uiat 
of  all  the  studies  of  youth  there  is  none  so  beset  with  diffi- 
culties as  history.  In  order  to  interest  cliildren,  it  soffieea 
that  it  is  at  once  "  clear  and  living,"  according  to  Guizot's 
expression,  that  it  appeal  at  once  to  their  imagination  and 
I  to  their  memory.  In  order  that  it  may  be  useful  to  them, 
3  sufficient  that  it  be  regarded  above  all  as  a  school  of 
morals  and  of  patriotism.  Doubtless,  it  would  be  assuming 
too  much  to  demand  that  the  child  of  the  primary  school 
should  know,  like  a  philosopher,  the  causes  and  connections 
of  events,  and  that  he  discern  the  principles  that  lie  back 
of  facts.  It  is  however  necessary,  in  a  certain  measore, 
I  ftat  for  the  ordinary  child  historical  instruction  should  be 
[  Bomethiog  besides  a  simple  narration  of  facta,  and  that  he 
I  should  be  trained  to  judge  of  the  good  and  the  evil  in 
I  human  actions.  "History  is  not  really  history,"  says  M. 
I  'Guizot,  "  except  as  we  grasp  the  connection  of  events  which 
succeed  one  another,  and  except  it  appear  in  its  complete- 
s  as  the  evolution  of  a  people."  By  reflection,  then,  let 
connect  the  detached  narratives  with  the  great  facts,  and 
"with  the  great  personages  which  are  as  the  mountain-tops  of 
history  ;  let  us  require  of  the  child  that  the  clironolt^ical 
succession  of  events  be  clearly  fixed  in  his  mind ;  let  us 
K  distinguish  the  important  periods,  —  all  this  without  ceasii^ 
^h  to  be  as  simple,  .as  elemeotary  as  possible,  and  while  recol- 
^H  lecting  that  in  history,  as  in  other  things,  we  omaiV  ^'o^^j^ 
^ftmuch  in  order  to  be  capable  of  leacVun^  a'^'dCia. 


I 

1 

I 
I 


CHAPTER  VI. 

THE  TEACHING  OF  GEOGRAPHY. 

382.  Progress  in  Geographical  Studies.  —  Gec^aph- 
ical  studies  are  surely  making  progress  in  France.  "We  have 
been  so  often  told  that  we  were  the  most  ignorant  people  in 
the  world  in  geography,  that  our  sense  of  honor  has  at  last 
been  touched,  and  we  have  made  serious  efforts  to  overtake 
our  neighbors,  the  Germans.  Even  in  the  common  school, 
the  teaching  of  geography  is  on  a  quite  respectable  footing. 
The  reports  of  the  inspectors-general  show  that  there  is 
progress  everywhere,  that  geography  is  carefully  taught,  and 
that  this  study  is  perhaps  the  one  that  pleases  pupils  the 
most. 

This  progress  is  due  doubtless,  above  all  else,  to  the  moral 
effect  which  recent  disasters  have  produced  on  our  minds. 
Since  the  day  when  our  soil  was  invaded  and  our  territory 
mutilated  by  foreigners,  who  by  means  of  their  maps  seemed 
to  be  at  home,  we  have  better  understood  the  importance 
and  the  value  of  geographical  studies. 

But  this  progress  is  also  due  to  the  happy  change  which, 
in  late  years,  has  profoundly  modified  the  conditions  of 
geographical  teaching.  For  a  dry  and  barren  nomenclature 
of  proper  names  and  the  repetition  of  an  unintelligible 
vocabulary,  modern  pedagogy  has  substituted  a  living  study, 
full  of  attraction,  which  addresses  itself  to  the  senses  and  to 
the  intelligence ;  which  brings  before  the  child  by  vivid  and 
clear  desciiptions  the  nook  of  earth  where  he  was  bom,  the 

302 
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f  country  for  which  he  ought  to  feel  willing  to  die  if  need  be, 
I  and  finally  the  entfa-e  earth,  wliere  in  default  of  real  travel 
he  is  happy  to  be  able  to  make  at  least  imaginary  journeys. 
And  at  the  same  time  that  the  general  spirit  of  geographical 
teaching  has  been  changed,  art  has  placed  at  its  service  and 
introduced  into  the  school  new  instraments  of  8tu<ly,  such  as 
globes,  maps  in  relief,  wall  maps,  maps  of  all  sorts,  ^  in  a 
word,  a  complete  outfit,  which  facilitates  the  task  of  the 
teacher  and  enlivens  the  work  of  the  pupil. 

383.    NewMkthods:  Rodsseac  and  Pestalozzi.  —  Of  all 

\  Bubjects  geography  is  tlie  one  which  seems  best  atlapted  to 
'  the  processes  of  the  new  pedagogy,  to  the  metiiod  wbich 
ordaine  that  things  sball  precede  words.  Rousseau  went  so 
far  in  this  direction  tbat  be  admitted  no  other  meuDS  but 
travel  for  learning  geography.  But  here,  as  always,  he  goes 
astray  through  the  exaggeration  of  a  just  idea.  Bnt  he  at 
least  defines  with  wisdom  the  starting-point  of  all  geograph- 
I  ical  iastruction. 

"  For  £mile  the  two  first  points  in  geography  shall  be  the 
\   city  where  he  lives   and   the    couutTy   residence   of    hjs   father ; 
'  then  the  intermediate  places,  next  the  rivers  in  the  viciiiity.  .  .  ■ 
Let  him  make  a  map  of  all  this  for  himself." ' 

Pestalozzi,  like  Rousseati,  demanded  that  the  teaching  of 
geography  should  Ire  connected  with  tlie  first  sensations  of 
infancy.  At  Burgdorf  he  made  the  pupils  observe  the 
little  tract  of  country  where  they  lived,  not  upon  a  map,  but 
upon  the  very  soil.  I 

Through  the  sight  of  actual  things  he  gave  them  an  idea 
of  hills,  mountains,  rivers,  and  of  the  various  geographical 

■  features.      Then,  when  the  child,  through   direct    intuition, 
kflr  at  least  by  analogy,  by  pi'ooeeding  from  the  small  to  the     I 
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great,  from  the  puddle  of  water  to  the  sea,  from  a  ditch  to  a 
river,  has  acquired  a  knowledge  of  the  terms  in  physical 
geography,  Pestalozzi  initiated  him  into  political  geography 
by  analogous  methods.  Taking  as  a  starting-point  the 
family  residence,  he  thence  directed  the  children's  attention 
to  the  village,  the  church,  the  school-house,  the  mayor's 
office,  the  route  which  led  to  the  city,  the  city  itself,  and  to 
the  magistrates  who  resided  there.  Finally,  proceeding  to 
mathematical  geography,  he  placed  the  pupil  in  presence  of 
astronomical  phenomena  and  made  him  observe  the  rising 
and  setting  of  the  sun,  the  Great  Bear  and  the  Pole-star ; 
thus  he  drilled  him  in  finding  the  points  of  the  compass,  and 
determining  the  position  of  one  place  through  its  relation  to 
another. 

384.  Definition  of  Geography.  —  It  would  not  be  exact 
to  say,  with  an  American  author,  that  ''  Geography  is  not  so 
much  a  science  in  itself,  as  it  is  a  collection  of  matter 
belonging  to  a  number  of  sciences."  ^ 

On  the  contrary,  the  object  of  geography  is  perfectly 
definite,  —  it  is  the  description  of  the  surface  of  the  earth ; 
it  studies  everything  that  relates  to  the  form  of  our  globe, 
and  to  the  exterior  and  superficial  phenomena  of  the  earth ; 
though  it  must  be  admitted  that  certain  geographers,  taking 
advantage  of  the  fact  that  their  science  has  some  sort  of 
relation  to  everything,  extend  their  domain  perhaps  beyond 
all  proper  bounds.  Geography  has  such  intimate  relations 
with  several  other  sciences  that  a  natural  tendency  impels 
the  geographer  to  pass  the  frontier  which  separates  it  from 
them. 

On  the  pretext  that  watercourses  are  fed  by  the  rain, 
geography  ought  not  to  permit  itself  to  become  a  course  in 
physics  and  in  meteorology.     Because  the  description  of  the 

^  Wickersham,  Methods  of  Iuslructi(m,i^.  367. 
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soil  affords  an  indication  of  the  nature  of  the  rocks,  geog- 
raphy must  not  be  confounded  with  geology.  And  so  with 
botany,  zoology,  and  political  economy ;  we  must  not  take 
advantage  of  their  relations  with  geographical  studies,  to 
trespass  upon  their  peculiar  domain. 

This  cautiou  has  not  always  been  observed.  Thus  Mr. 
Bain  takes  as  a  starting-point  in  the  study  of  geography 
a  series  of  lessons  upon  tools  and  instruments,  minerals, 
plants,  and  animals.  In  our  opinion,  geography  must  not  be  • 
encumbered  with  these  parasitic  notions  which  have  only  an 
indirect  relation  to  its  proper  object. 

But  we  would  not  forbid  the  teacher  of  geography  to  make 
any  incursion  on  the  subjects  that  border  on  the  study  of 
geography  itself.  It  is  both  profitaHe  and  interesting  to 
enrich  this  subject  in  every  way  possible,  as  by  giving  an 
explanation  of  the  facts  which  it  relates,  or  by  giving  ani- 
mation to  the  instruction  by  interesting  and  fruitful  com- 
parisons. 

385.  The  Utility  of  Geography. — First,  geography 
pursues  the  same  end  as  history.  If,  so  to  speak,  the  his- 
tory of  France  is  the  soul  of  the  country,  the  national 
geography  is  its  body.  In  its  way  it  teaches  patriotism  by 
making  known  the  territory  of  the  country,  and  the  frontiers 
that  have  been  lost  and  those  that  have  been  saved  ;  and  by 
making  the  child  love  the  beautiful  soil  of  France,  its  agree- 
able and  temperate  climate,  and  the  natural  riches  that  make 
it  a  privileged  country. 

The  Pore  Girard,  in  his  Explication  du  plan  de  Fribourg^ 
exhibited,  though  with  some  exaggeration,  the  moral  bear- 
ings of  geography. 

"  Geography,"  he  said,  "  is  marvelously  adapted  to  this  sublime 
purpose.  .  .  Let  the  reader  judge  of  this  from  the  following 
essay.     As  an  harmonious  whole,  it  is  a.xv  m\xo^\xa\Ao\v  \r>  ^^sv^ssaS. 
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life,  which  speaks  to  the  sense  and  to  the  mind,  and  which  snrely 
ought  to  say  something  to  the  heart.  It  is  calculated  to  inspire 
love  of  country  and  the  emotions  which  are  associated  with  it." 

However,  let  us  not  overstate  the  case  and  say  that  the 
principal  aim  of  geographical  instruction  is  to  develop  the 
intelligence  and  the  heart,  * '  to  stimulate  the  religious  senti- 
ment." No ;  geography  is  chiefly  valuable  on  the  score  of 
its  practical  utility.  It  furnishes  the  future  artisan  with  the 
necessary  knowledge,  the  positive  notions,  which  he  will  need 
in  his  trade  or  industry.  Besides,  it  has  the  merit  of  intro- 
ducing the  mind  to  the  world  of  science  proper,  and  of  reveal- 
ing to  it  some  of  the  laws  of  nature.^ 

386.  Division  of  Geography.  —  Everybody  understands 
the  distinction  between  physical  geography  and  political 
geography. 

Physical  geography,  says  the  Dictionnaire  of  Littre,  is  the 
description  of  the  earth  with  respect  to  the  division  of  its 
surface   into  continents,  oceans,  valleys,  mountains,  etc. 

Political  geography  is  the  description  of  the  earth  with 
respect  to  societies  and  states. 

In  other  terms,  physical  geography  studies  the  natural 
features  of  the  earth,  while  political  geography  adds  to  these 
the  consideration  of  the  work  of  man,  the  description  of  the 
inhabitants,  of  their  industries,  and  of  their  social  life. 

It  is  evident  that  the  study  of  physical  geography  should 
precede  that  of  political  geography,  but  it  may  be  profitable, 
even  in  an  elementary  course,  to  unite  the  two  subjects,  were 
it  only  to  create  an  interest. 

**  Ordinarily,  physical  geography  is  sharply  distinguished  from 
political  geography.      This  separation   is   a  mistake,  and  hardly 

1  For  a  somewhat  different  view  of   the  value  of  geography,  see 
Appendix  D. 
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I  fooilitates  the  process  of  learning  quickly  and  well.  On  the 
I  contrary,  the  practice  of  teaching  proves  that  physical  and  polit- 
I  ical  detaUs  are  mutually  complementary  and  helpful,  aud  that 
I  the  former  aids  in  retaining  tie  latter,  and  vice  versa."  ' 

Thei-e  is  still  to  be  diatinguished  astronomical  geography, 
[  which  is  a  description  of  the  earth  with  referenue  to  the 
I  heavens,  the  climates,  and  the  seasons  ;  and  economic  geog- 
raphy, whioh  ti'eats  of  the  industrial  productions  of  each 
I  country,  of  agriculture  and  commerce.  But  the  first  may, 
I  in  a  sense,  be  couneoted  with  phyaical  geography,  and  the 
I  second  with  political  gcogi'nphy. 

Mr.  Bain  gives  a  very  high  significance  to  physical  geog- 
l  jtaphy,  which  liolda  an  intermediate  place,  he  says,  between 
ftthe  ordinary  geography  and  tlie  higher  sciences,  physics, 
Bcheniiatry,  meteorology,  Imtany,  zoology,  and  geology.  It 
■  introduces  considerations  of  cause  and  effect  into  geographi- 
EC&l  facts,  by  selecting  and  stating  in  empirical  form  the  prin- 
rciples  metliodically  taught  in  the  regular  aud  fundamental 


"A  course  of  physical  geir^raphy  ia  subsequent  and  sup- 
plementary to  proper  geography,"  —  whioh  Mr.  Bain  calls 
descriptive  gec^aphy,  —  ' '  while  reacting  upon  it  in  a  way 
that  causation  operates  upon  the  knowledge  of  facts."' 

M.  Buisaon  has  eloquently  characterized  the  scope  of  an 
advanced  instruction  in  physical  and  political  geography. 
"Through  the  progress  accomplished  in  their  reapective  domains 
I  by  the  physical  and  natural  Ecieuces,  and  also  by  the  historical 
I;*nd  political  sciences,  geography  neither  ia  nor  can  be  any  longer 
J-an  isolated  and  restricted  science.  It  does  not  merely  deacribe, 
I  but  it  explains.  The  sight  of  actaal  phenomena  suggests  both 
tfoT  the  past  and  for  the  future  the  most  fruitful  inductions:  irreg- 
1  nlaritiea  of  surface,  whiuh  were  formerly  regarded  as  so  many 

1  M.  Foncin,  Le  Deaiiemt  Anafe  de  g^grapMe. 

'  JMncaffcw  a»  a  Setenee,  p.  27B. 
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freaks  of  nature,  have  found  their  laws,  their  causes,  their  place, 
in  one  universal  harmony.  The  whole  surface  of  the  earth  be- 
comes a  living  and  moving  world,  and  the  monotony  or  the 
disorder  which  ignorance  saw  in  them  gives  place  to  lofty  gen- 
eral conceptions,  as  important  for  their  practical  applications  as 
for  their  scientific  import.  It  is  no  longer  required  to  retain 
names,  but  to  grasp  grand  phenomena,  both  in  their  aggregate 
and  in  their  details.  It  is  the  physiognomy  of  a  whole  oro- 
graphic relief,  of  a  whole  hydrographic  system,  which  must  be 
considered;  it  is  the  structure  and  the  configuration  of  each 
region  which  must  be  grasped  in  order  to  connect  with  them  the 
innumerable  phenomena  which  depend  upon  them,  and  no  one 
of  which  is  a  thing  of  chance,  from  the  peculiarities  of  soil  and 
climate  to  those  of  the  fauna  and  the  flora  which  are  there  de- 
veloped. 

When  we  come  to  know  in  this  way  the  physical  theatre  where 
human  activity  is  to  be  displayed,  is  there  anything  richer  in  the 
way  of  instruction  than  historical,  political,  and  statistical  geog- 
raphy ?  The  moment  we  enter  upon  this  science,  the  study  con- 
stantly presents  a  double  movement,  that  which  is  exercised  on 
man  by  the  situation,  climate,  form,  and  nature  of  the  country 
where  he  lives,  and  in  return  that  which  man  displays  for  modi- 
fying all  these  circumstances,  for  opposing  them,  or  for  making 
use  of  them  for  deriving  profit  from  the  earth  and  the  soil,  the 
air  and  the  sea,  according  to  the  degree  of  intelligence  and  energy 
with  which  he  is  endowed.  Thus  the  study  of  geography  is  not 
divorced  from  that  of  civilization ;  it  is  a  sort  of  universal  mon- 
ument, on  which  is  engraved  in  all  its  striking  episodes,  from  the 
age  of  caverns  and  lake-dwellings  to  the  hour  in  which  we  now 
live,  the  history  of  the  influences  of  nature  on  man,  and  of  the 
conquests  of  man  over  nature.  It  is  of  this  science,  thus  under- 
stood, that  Herder  was  able  to  say  with  exultation,  *  Charge 
geography  with  aridity  I  We  might  as  well  charge  the  ocean  with 
dryness.* "  * 

387.   Why  this  Study  should  Begin  early.  — As  Nicole 


^  L* Instruction  primaire  a  Vieniie,  p.  186. 
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I    had   already  remarked,  "Geography  is  a  study  very  proper 
for  children ; "    first,  because  it  dejjends  greatly  upon  the 
'    senses;    then,  because  it  ia  really  entertaining;    finally,  be- 
cause it.  requires   no  reOBoaing,  which   is  well-nigh  lacking 
at  that  age. 

Let  us  iidd  that  other  studies  cannot  dispense  with  geog- 
I    raphy.     History  and  get^apby  should  go  hand  in  hand. 

On  the  contrary,  it  is  Mr.  Bain's  opinion  that  the  study  of 
geography  should  be  delayed,  on  the  ground  that  geographi- 
,    cal  notions  iuvolve  the  faculty  of  pure  conception,  —  that  is, 
I    of   the    represoututive    imagination,  without  any  appeal   to 
I    emotion  and  sentiment.     But,  in  opposition  to  Mr.  Bain,  we 
think  that  the  faculty  of  concrete  conception  is  highly  deyel-  I 
oped  in  the  child,  and  besides,  that  it  is  possiblo  to  give  a  I 
living  interest  to  the  study  of  geography.  \ 

38ft.    Two  Methods  possible. — In  liistory  we  raised  the 

queatiou  whether  it  was  best  on  the  start  to  give  the  child 

a  general  view  of  the  course  of  the  centuries,  or  to  proceed 

by  partial  studies  and  by  periods.     Likewise  in  geography  it 

is  a  question  whether  it  is  better  at  first  to  give  a  general 

idea  of  the  whole  world,  or  to  concentrate  the  beginner's  J 

attention  exclosively  on  the  geography  of  his  own  country,,  J 

and  not  undertake  the  geography  of  Europe  and  the  globej 

till  a  later  period.  ■ 

The  reply  cannot  be  doubtful.     The  point  of  departure  in  A 

I   geographical  instruction  is  certainly  in  the  study  of  local  I 

F  geography.     Between  the  ancient  system,  which  first  studied  I 

I  the  globe,  which  began  where  we  ought  to  finish,  as  Pere  I 

I  Creard  said,  and  the  new  method,  which  starts  from  the  vil-  ■! 

I  lage   or  the  city  where  the  pupil  lives,  and  extends   from  1 

,   place  to  place  till  it  finally  embraces  the  entire  earth,  there  I 

.    can  be  no  hesitation  in  our  choice.  I 

i       But,  on  the  other  hand,  the  child  must  not  lieV'e^S.'uiAViQ!^ 
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on  these  preparatory  etixjies.  The  teaching  of  geograpfaj,  — 
that  is,  a  science  whose  object  is  the  description  of  the 
earth, — wuulil  DOt  respond  toils  definition  nor  to  its  pnrpose, 
if  the  child  were  not  placed  as  soon  as  possible  in  the  pres- 
ence of  tlie  earth.  General  geography  ought  to  be  united 
and  combineti  with  local  gei^iaphy.  All  portious  of  geog- 
raphy are  in  some  Bort  co-ordinate,  wliile  the  periods  of 
history,  to  a  certain  extent,  are  independent  one  of  another. 
Hence  a  profound  difference  in  the  methods  to  be  followed. 
"  After  the  preliminary  notions  drawn  from  the  child's  knowl- 
edge of  the  depaxtment,  and  before  he  enters  upon  a  detailed 
Study  of  France,  I  would  have  the  teacher,"  flays  M.  Levasseur,  an 
authority  on  this  subject, "  with  globe  in  hand,  giye  in  a  few 
hours  a  general  idea  of  the  form  of  the  earth  and  of  ite  oceans 
and  continents.  It  is  important  that  the  child  should  clearly 
know  what  plac«  France  occupies  in  Europe,  the  situation  of 
Europe  upon  the  globe,  and  what  the  form  of  the  earth  is."  • 


389.  National  GEOoitAPHr.  —  The  centre  of  geographic^ 
instruction  in  the  common  school  ought  to  be  our  own  coun- 
tiy.     In  French  schools,  France  is  the  point  of  departure 
and  the  goal  of  the  geographical    excursion   which  is  pro- 
posed to  the  child ;    but   there   are   rightly  added   to   thia   : 
general  notions  of  the  ge<^raphy  of  Europe  and  of  other  ] 
parts  of  the  world,  jnet  as  iu  history  the  national  history  ia  J 
C0niplet«d  by  some  notions  of  general  history. 

And  as  in  history  it  is  necessary  for  real  mental  enlighten- 
ment to  compare  the  present  with  the  past,  so  iu  geography  I 
it  is  well  to  institute  frequent  comparisons  between  one's  own  ] 
country  and  foreign  countries. 

"  Tell  the  pupil  tliat  France  produces  seventeen  million  tons  i 
of  coal  a  year,  and  he  yawns  and  at  once  forgets  the  number;  i 
but  tell  him  that  France  produces  only  one-eighth  as  much  coal  ( 
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as  England,  and  he  understands  you,  and,  as  a  Frenchman,  is 
touched  to  the  quick." 

390.  The  Correct  Method.  —  Then  let  us  follow  the 
method  which  consists  in  starting  from  the  village  school, 
but  on  the  condition  that  we  do  not  forget  to  go  farther.  A 
teacher  may  halt  so  long  in  giving  details  on  the  commune 
and  the  canton  that  at  the  end  of  several  months  he  has  not 
gone  beyond  them.  As  soon  as  possible  the  instruction  in 
geography  should  open  vast  horizons  to  the  child,  and  ex- 
tend his  vision  over  the  entire  world. 

"  Certainly,"  says  M.  Elisde  Reclus,  "  we  must  always  take  as  a 
starting-point  what  the  child  sees ;  but  does  he  see  nothing  more 
than  the  school  and  his  village?  That  is  the  tip  of  his  abode; 
he  also  sees  the  infinite  heaven,  the  sun,  stars,  and  moon.  He 
sees  the  storms,  the  clouds,  the  rain,  the  distant  horizon,  the 
mountains,  the  hills,  the  downs  or  simple  undulations,  and  trees 
and  shrubs.  Let  him  attentively  notice  all  these  things,  and  let 
them  be  described  to  him.  This  is  the  real  geography,  and  to 
learn  it  the  child  has  not  to  go  beyond  the  things  which  surroimd 
him,  and  which  are  exhibited  to  him  in  their  infinite  variety." 

To-day  the  method  of  geographical  teaching  seems  to  be 
everywhere  established  in  accordance  with  this  spirit.  Mr. 
Bain  says  "that  geography,  after  arithmetic,  is  the  study 
that  is  most  advanced  in  respect  of  method."  This  method 
may  be  defined  as  follows  : 

"  The  teacher  will  speak  to  the  children  principally  of  the 
things  they  have  seen.  After  a  rain  he  will  show  them  the 
ravines  which  the  water  has  worn  in  the  sand  of  the  yard,  the 
manner  in  which  this  water  forms  lakes,  surrounds  islands,  de- 
scends slopes  in  thin  streams  which  finally  unite  to  form  large 
brooks  farther  down,  and  explain  to  them  how  they  have  before 
their  eyes  a  picture  in  miniature  of  rivers  and  of  their  affluents. 

"He  will  make  them  notice  that  the  svmcl \!&xix£l\sl<^ 'Oask  ^*3as5^  Hsi. 
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k  different  w»y  mammg   and   evening,  and   wil)  teach  tbem  la  4 
know  tha  points  of  the  compass  aud  to  fiud  their  bearings. 

"He  will  trace  for  tbern  the  plan  of  the  school  on  the  board,  and   ] 
accustom  them  to  distinguish  what  is  at  the  right  from  what  is  I 
at  the  left,  what  is  in  front  from  what  is  in  the  rear.     He  will  | 
not  fear  to  insist  on  this  process,  to  measure  if  need  be,  in 
presence  of  the  children  and  with   their   aid,  the   length  of   the  1 
walla,  the  width  of  the  court  and  the  garden,  and  to  record  these  ] 
measurements  on  the  board.    He  will  also  trace  a  plan  of  the  I 
neighborhood  of  the  school,  or  even  of  the  village,  and  wiU  have 
attuned  hta  purpose  in  this  respect  when  his  pupils  are  capable 
of  showing  upon  this  plan,  with  the  pointer,  the  road  which  must 
be  followed  to  go  from  the  church  to  their  homes." 


891.  The  FuscrroN  of  Mekort.  —  Formerly  geography 
•woB  recited ;  to-day  it  is  at  the  same  time  told  and  shown. 
It  is  told,  —  that  is,  the  teacher  gires  an  exposition  of  the 
Hiibject :  he  gives  a  lesson  in  ge<^aphy  as  he  does  in  his- 
tory. It  is  shown.  —  that  is.  an  incessant  nppeal  is  made, 
either  to  the  very  reality  or  to  a  picture  of  it  reproduced  by 
maps. 

"With  very  young  children,"  saja  M.  Levasseur,  "the  teacher 
will  Bcareely  indicate  the  relations  of  cause  and  effect,  which  oi^ 
dinarUy  surpass  the  ability  of  a  nascent  intelligence;  he  will 
rely  on  descriptions,  and  he  will  cause  the  different  conceptions  of 
geography  to  be  understood,  as  much  as  possible  by  pictures,  by 
seiisibie  forms,  and  whenever  possible  by  the  sight  of  the  objects 
themBelves  and  by  familiar  examples." 

However,  there  is  a  part  for  memory  to  play ;  in  all  grades  ' 
of  geographical  study  there  are  things  which  the  child  ought  ] 
to    be  capable  of  reciting.     As  the  multiptication-table  is 
not  learned  without  a  mechanical  and  habitual  use  of  the 
memory,  so  wc  cannot  dispense  with  learning  by  heart  the  1 
^Bjuoea  of  geographical  positiona. 


I 
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"  The  teaching  of  the  geographical  nomenclature  seems  to  us  ta 
be  one  of  the  three  principal  points  in  the  study  of  geography,  and 
this  nomenclature  ought  to  be  learned  by  heart.  We  first  cause 
the  word  to  be  learned,  without  which  the  precision  of  the  idea 
would  be  lost;  but  let  us  illustrate  this  nomenclature  by  such 
notions  as  will  give  to  each  word  a  fit  idea."  ^ 

Of  course  these  words,  at  the  same  time  that  thev  are 
intrusted  to  the  memory,  ought  to  be  localized  on  the  map 
by  the  imagination  of  the  child. 

392.  Maps  in  General. — Geography  has  always  been 
learned  by  the  aid  of  maps ;  but  it  is  particularly  in  our 
time  that  the  process  of  map-making  has  been  perfected  and 
really  adapted  to  the  needs  of  the  child. 

"  Means  of  expression  in  geography,"  says  M.  Buisson,  "  are  be 
coming  perfected  so  rapidly  that  before  long  the  entire  ancient 
system  of  cartography  will  be  no  more  than  a  dead  language."  * 

Without  entering  into  details  which  would  be  appropriate 
in  a  complete  study  of  the  subject,  and  which  will  be  found 
in  special  works,  let  us  indicate  at  least  a  few  essential 
points. 

We  must  first  distinguish  ready-made  maps  which  are 
shown  to  the  pupil  from  those  which  he  is  required  to  pre- 
pare for  himself. 

Ready-made  maps  are  either  maps  in  atlas  form  or  waU- 
maps. 

393.  Maps  in  Atlas  Form.  —  These  maps  are  made  to 
be  seen  near  at  hand  and  to  give  detailed  information ;  but 
there  is  danger,  however,  of  placing  too  much  upon  them, 
and  of  multiplying  the  signs  so  as  to  prevent  a  clear  and 

1  Article  Geographies  in  the  JDictionnaire  de  Pedagogies. 

2  L'lratructUm  primaire  a  Vienne,  p.  \^. 
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deBnite  view.     The  liest  will  be  the  simpleat  aud  the  clear-  ' 
est.      The  most  scieutific  and  the  moat  beautiful   are    not 
alwa_v8  the  most  iiaeful  from  an  educational  point  of  view. 
The  custom  has  now  been  introduced  of  no  longer  aeparat- 
[  ing  the  map  from  the  text ;  but  aeparate  atloaea  should  not 
be  discarded. 


394.  WALL-HAPa.  —  Wall-mapB   are   not  less    necesaaiy  I 
than  maps  in  atlaa  form.     The_v  are  made  to  be  seen  at  a  f 

distance,  to  give  contours,  broad  Hues,  and  general  views. 
They  are  eapecially  designed  to  caL  into  play  the  faculties 
of  the  child,  his  memoi'y  and  his  reason.  It  is  on  the 
smaller  maps  that  be  first  learns  geography;  but  it  is  on 
the  wall-map  that  the  pupil  is  interrogated,  and  this  ia  why 
certain  geographers  thiuk  that  this  study-map  ought  by  pref- 
erence to  be  unlettered.  It  is  with  the  same  intent  that  on 
German  wall-maps  the  names  of  rivers  and  mountains  are 
wi'itten  in  very  small  characters,  so  that  pupils  cannot  read 
them  mechanically  and  are  obliged  to  recognize  them  by  ■ 
their  form  and  position. 

"Wall-maps,"  says  H.  Buisson,  "are  the  most  important  geo-1 
graphical  apparatus  of  the  primary  Bchool.      The  Germans  have' ' 
seen  Hcroner  than  we  hare  all  the  importance  which  ia  to  be  a 
cribed  to  them.    The  great  physical  maps  of  the  live  divisiona  i 
the  world,  hy  Von  Sydow,  have  made  an  epoch  in  geographioal  J 
teaching;  they  have  proved  that  we  can  place  within  the  rang 
of  the   schools   a,   graphic   representation,   at   once   compendtonll 
enough  to  be  very  atriking  and  scientific  enough  to  give  of  eaohff 
important  division  an  eicact,  if  not  complete,  idea."  ^ 

395.  Belief  Maps.  —  The  services  which  can  be  rendered  ] 
by  relief  maps  are  universally  recognized.     ''  What  ie  done 
on  ordinary  maps  may  be  done  at  least  with  as  much  advan- 
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tage  on  relief  maps  representing  the  different  geographical 
features,  or  merely  those  of  such  or  such  a  country."  ^ 

Of  course  we  must  be  on  our  guard  against  exaggeration 
in  such  matters.  Ingenuity  has  taken  hold  of  relief  i^aaps, 
and  has  often  made  of  them  a  fancy  article,  purely  conven- 
tional, a  plaything  rather  than  an  instrument  of  study. ^ 

But,  with  these  reservations,  it  is  undeniable  that  relief 
maps  are  the  best  of  all  for  giving  the  child  an  exact  idea  of 
the  country,  for  raising  him  to  the  conception  of  the  reality 
of  which  the  map  is  but  a  picture.^ 

396.  Maps  Drawn  by  the  Pupil.  —  The  first  thing  to  do, 
and  it  is  not  without  difficulty,  is  to  teach  pupils  to  read  the 
map  and  to  find  their  own  place  upon  it.  The  official  pro- 
gramme recommends  that  in  the  elementary  course  there 
be  simply  given  an  idea  of  the  mode  of  representation  by 
maps  and  that  the  child  be  drilled  in  the  reading  of  plans 
and  maps ;  but  for  the  intermediate  and  higher  courses,  it 
demands  exercises  in  map-drawing  on  the  blackboard  and 
on  paper,  without  tracing,  and  also  exercises  in  map- 
drawing  from  memory. 

These  exercises  need  no  justification.  They  train  the 
pupil's  hand,  they  are  a  preparation  for  drawing,  and  are 
the  most  direct  means  of  fixing  geographical  facts  in  the 
mind. 

"The  drawing  of  maps,"  says  Mr.  Bain,  "impresses  a 
country,  just  as  copying  a  passage  in  a  book  impresses  the 
author's  language  and  meaning." 

But  care  must  be  taken  not  to  make  a  misuse  of  exercises 
in  map-drawing,  the  first  defect  of  which,  when  indiscreetly 

1  Conduite  des  €coles  chr^iennes,  p.  69. 

2  The  most  valuable  helps  to  geography  are  models,  and  if  these 
could  be  multiplied  in  schools  the  conceptions  of  the  general  form  of 
countries  would  be  vastly  enhanced.    (Bain,  op.  cit.,^.*Kl^^ 
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employed,  is  to  take  altogether  too  much  time.     Specialists'^ 
recommend  that  there  be  required  oaly  map-drawiDgs  but 
slightly  complicated  and    comprised  within  natural   limits ; 
this   laat   recommendation    excludes   maps  which   represent    ■ 
only  an  isolated  department.  ' 

397,  TuE  Globe. — The  inventive  art  of  our  contempo- 
raries has  devised  even  globes  in  relief ;  but  these  attempts 
"seem  destined,"  says  M,  Buisson,  "  to  give  intuitions  that 
are  grossly  false,"  without  any  advantage  to  compensate  for 
this  greater  disadvantage. 

It  is  otherwise  with  ordinaiy  globes,  which  render  impor-   I 
tant  services  to  instruction. 


"Besides  cosmographic  notions,  the  indispensable  complement 
of  geography,  there  is  a  mass  of  large  comparisons  between  seas,  .  i 
continents,  diviaians,  and  configurations  of  the  earth's  surface  J 
which  are  almost  impossible  without  the  frequent  use  of  ttxt  A 

398.    Text-Books.  —  "  Formerly,"    says     M.    Buisfion,! 
"  these  were  the  principal  means  of  instruction.     Geogi 
phy  woe  taught  from  a  compendium  of  a  few  pages  bristliin;^] 
with  proper  names,  and  calculated  to  repel  the   mind   the 
moat  thirsty  for  knowledge."     However,  the  text-book  must 
not  be  absolutely  proscribed ;   it  is  sufficient  to  reduce  the 
importance  which  it  had  in  the  old  metliods.     It  is  especiatlyj 
necessary  that  it  be  well  written,  tliat  the  text  always  1 
illustrated  by  a  map  placed  on  tlie  opposite  page,  and  in 
need  be  by  illustrations.     The  Americans  have  brought  int 
fashion,  and  the  French  have  copied  from  them,  these  elfia 
mentary  books  in  which  the  child  finds,  along  with  the  defii 
tion  of   geogrupldcal  terms,  a  gulf,   an  island,  a  cape, 
mountain,  at  the  same  time  delineated  in  a  picture  and  repa 
resented  on  a  small  map. 

I  Bcbiadet. 
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399.  The  Function  of  the  Teacber.  —  In  geography,  ai 
in  olber  subjects,  tbe  voice  of  the  teacher  is  the  great  teach- 
ing iustrumeut.  It  impressea  on  tlie  intelligence  of  the 
pupil  the  first  decisive  impetus ;  it  illtistrates  the  points 
th.it  are  obscure,  and  gives  animation  to  tlie  instruction. 
But  the  ortil  exposition  of  ge<}grapbical  notions  has  special 
need  of  being  sustained  hy  a  collection  of  school  apparatus, 
by  the  geographical  aids  of  which  we  have  attempted  to  give 
an  idea. 

400,  Critical  Observations. — Let  us  here  collect  for 
tbe  teaching  of  geography!  as  we  have  done  for  the  other 
branches  of  iustruetion,  some  of  the  critical  observations  of 
the  inspectors-general. 

"  Geography  ia  made  an  exercise  of  the  memory.  Instiiiction 
is  given  from  the  book,  and  not  from  the  map.  Geography  ii 
regarded  as  hardly  more  than  a  knowledge  of  names.  Enough 
geographical  aketehes  ai'e  not  made  on  the  blackboard.  The 
study  of  geography  generally  begins  too  late.  Sufficient  us 
not  made  of  the  globes  which  adorn  the  teacher's  room  or  ren 
covered  with  dust.  Pupils  do  not  know  what  latitude  and  longi- 
tude are.  Too  much  Btress  is  put  on  geographical  terms,  which, 
instead  of  being  presented  to  the  child  in  succession,  and  to  i 
the  waiit^  of  each  lesson,  are  taught  in  a  mass  before  going  to 
anything  else." 

Finally,  geography  ought  to  become  more  and  mor 
knowledge  of  things,  and  not,  as  it  formerly  was,  a  knowl- 
e<lge  of  words.  It  ought  to  be  a  prolific  mine  of  positive 
knowledge,  which  gives  the  child  information,  not  only  on  , 
the  natural  features  and  physical  phenomena  of  his  country, 
bnt  also  on  its  industrial  resoiu'ces  and  its  economic  phe- 
nomena. Moreover,  it  will  not  limit  its  iustnictiou  to'  the  J 
sentimental  frontiers  of  France.  In  a  time  when  the  couo.- 
try  is  making  great  efforts  to  deveVo^  \tB  tyA.«tv\^  v^f^'^  ^^ 
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its  territories  beyond  sea,  it  is  right  and  it  is  necessary  that 
geography  should  make  known  to  the  sons  of  our  working- 
men  and  peasants  the  physical  and  economical  resources  of 
distr.nt  countries.  By  this  means  there  will  be  developed 
among  some  of  them  a  taste  for  travel  and  colonial  enter- 
prises, and  our  possessions  will  not  remain  colonies  without 
colonists. 


CHAPTEE  VII. 

THE  TEACHING  OF  THE  SCIENCES. 

401.  The  Teaching  of  the  Sciences  in  the  Common 
School.  —  Instruction  in  the  sciences  has  been  noticeably 
enlarged  and  developed  in  the  programme  of  our  common 
schools.  At  all  times  arithmetic  has  been  taught  in  them, 
and  constituted,  with  reading  and  writing,  the  three  elements 
of  the  old  instruction ;  but  to-day  the  programme  comprises, 
besides  arithmetic,  geometry,  and  also  the  ordinary  elements 
of  the  physical  and  natural  sciences. 

402.  Importance  of  Arithmetic  —  Belgian  teachers 
count  no  less  than  twelve  distinct  results  from  the  teaching 
of  arithmetic.  Without  desiring  to  adopt  an  enumeration  so 
complicated  and  so  pedantic,  we  call  attention  to  the  fact 
that  arithmetic,  of  all  the  subjects  taught  in  the  school,  is 
the  one  that  contributes  most  to  the  training  and  develop- 
ment of  the  faculties  of  reflection,  and  particularly  the 
reason.  Doubtless  grammar,  history,  and  geography,  when 
well  taught,  may  co-operate  in  this  education ;  but  while 
they  call  into  exercise  the  reason  only  occasionally  and  acci- 
dentally, we  may  affirm  that  arithmetic  gives  it  constant 
exercise. 

The  abstract  sciences  in  general,  proceeding  by  trains  of 
reasoning   and   rigorous    demonstrations,   have  the  farther 
advantage  of  compelling  the  mind  not  to  be  satisfied  with 
mere  words.     They  accustom  it  to  demand  perfect  clearness 
absolute  precision,  logical  and  concise  aeo^^ii^^. 
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"Mathematics  .  .  .  has  a  marked  and  peculiar  method  or  d 
acter;  it  is  by  preeminence  deductive  or  devtonslratiae,  BJid  exhib- 1 
ita  in  a  nearly  perfect  form  all  the  machinery  belonging  to  this  ^ 
mode  of  obtaining  truth.     Laying  down  a  very  small  number  of 
first  principles,  either  self-evident  or  requiring  very  little  efEort  to 
prove  them,  it  evolves  a  vast  number  of  deductive   truths  and 
applications,  hy  a  procedure  in  the  highest  degree  mathematical 
and  systematic.     Now,  although  it  ia  chiefly  in  tlte  one  domain  of 
Quantity  that  tliis  machinery  has  its  fullest  scope,  3'et,  as  in  every 
subject  that  the  mind  has  to  discuss  there  is  a  frequent  resort  to 
the  deductive,  demonstrative,  or  downward  procedure,  as  con- 
trasted with  the  direct  appeal  to  observation,  fact,  or  induction, 
a  mathematical  training  is  a  fitting  equipment  for  the  exercises  of 
this  function.    The  rigid  definition  of  all  leading  terms  and  no- 
tions; the  explicit  statement  of  all  the  first  principles;  the  onward    ■ 
march   by  successive   deductions,  each  one   reposing  on   ground    | 
already  secured;  no  begging  of  either  premises  or  conclusionsi  no 
surreptitious  admissions ;  no  shifting  of  ground ;  no  vacillation  in 
the  meaniiigs  of  terms;  —  all  this  is  implied  in  the  perfect  type 
of  a  deductive  science.     The  papil  should  be  made  to  feel  that  he 
has  accepted  nothing  without  a  clear  and  demonstrative  1 
to  the  entire  exclusion  of  authority,  tradition,  prejudice,  i 
interefit."  ' 

Of  course  it  is  principally  an  adTauced  course  in  inathe*! 
matics  which  admits  of   these  characteristics    and   assures  I 
■these  advantages  to  the  general  training  of  the  mind  |  but  i 
even  in  its  elementary  stage  the  stwdy  of  the  mBtbematica 
will  result  on  the  start  in  imposing  on  the  pupil  a  great  coa<3 
centratioQ  of   attention ;    for  in  mathematical  truths   1 
18  complete   interdependence   and  connection,  anil  a  single' 
moment  of  inattention  causes  the  whole  fruit  of  previous  toil 
to  be  lost.     Besides,  the  rigorous  character  of  mathematical 
demonstration  accustoms   the    pupil    not  to   take  up    with 
words,  not  to  yield  except  on  proof.     There   is  no  bettef.'j 
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fichool  for  teaching  order,  pieciaiou,  and  at  the  aame  time   | 
contmuity  aud  rigor  in  thinking.'  I 

403.  Practical  UiiLrrr  of  Arithmetic. —  But  without   1 

fipealiing  longer  of  the  advantagea  of  arithmetical  study  con- 
sidered as  a  mental  disciplioe,  it  is  evident  that  this  iastruc- 
tion  ia  indispenBable  by  reason  of  its  practical  ntility.     To  J 
know  bow  to  compute  is  but  little  Igbs  neceBaary  than  to  M 
know  how  to  read  and  write.     Even  ignorant  peasants  who  I 
can  do  without  reading  to  do  great  disadvantage,  cannot  do  ^ 
without  making  simple  calculations  aa  to  their  expenaes,  the    1 
wages  they  ought  to  receive,  the  sacks  of  wheat  which  they    I 
have  to  sell,  and  the  animals  which  they  tend.     Computation 
ia  of  daily  and  universal  use. 

404,  The  Child's  Taste  for  Ncjibeks.  —  We  might 
think  that  on  account  of  their  general  character  of  abstrac- 
tion, exercises  in  number  would  not  suit  the  taste  of  tlie 
child,  fond  above  all  else  of  sense  perceptions.  But  this  is 
not  so. 

"  In  the  large  number  of  classes  of  verj  different  grades  which 
it  has  been  our  jirivilege  either  to  inspect  or  to  visit,  we  have  often 
obaerved  that  arithmetic  was  one  of  the  things  with  reference  to     ' 
which  the  child  inanifeated  the  moat  vividly  that  joy  in  learning 
which  cornea  to  hira  so  naturally,  when  we  do  not  carefully  spoil  it   i 
by  throwing  around  him  things  that  are  difficult  and  incoherent."  •  ■ 

1  "Numbers,"  says  M.  Frieh,  "ia  a  positive  science,  and  there  area 
no  two  different  ways  of  conceiving  Its  primal  elements.  In  it  everj-fl 
thing  [s  &xeA  and  invariable,  bo  that  the  wisest  uiatliematjcian  and  tha  M 
youngeat  pupil  of  a  primary  school  find  the  same  result  by  employing  J 
exactly  the  same  ptoceas.  What  ia  particularly  remarkable  in  thafl 
science  of  nmnbers  ia  that  everything  is  related  and  connected  witit  J 
precision  that  ia  perfect;  one  notion  prepares  for  another,  and  one  V 
principle  gives  rise  to  another."  1 

~  Undemoiselle  Chalamet,  op.  eU.,  p.  166.  J 
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405.  Three  Courses  is  Arithmetic.  —  In  all  the  grades 
of  the  commou  school  the  programiEe  requires  exercises  in 
mental  and  written  arithmetic ;  but  it  distributes  the  mattei 
of  instruction  jirogressively,  reser\'ing  theory  mainly  for  the 
higher  course. 

In  the  elementary  course  the  four  rules  may  be  applied 
intuitively  to  numbers  that  do  not  excee<l  100.  So  much  for 
mental  arithmetic.  The  tables  of  addition  and  multiplica> 
tion  are  studied.  For  written  work  pupils  are  drilled  on  the 
first  three  rules  by  the  use  of  whole  numbers.  Division  is 
limited  to  divisors  which  contain  no  more  than  two  figures. 
Simple  problems,  oral  or  written,  complete  the  instruction. 

In  the  intermediate  course,  after  a  review,  which  is  par- 
ticularly necessary  in  arithmetic,  in  a  science  where  sequence 
is  so  important,  the  division  of  whole  numbers  is  learned ; 
the  study  of  fractions  is  begun ;  the  four  rules  are  applied 
to  decimal  numbers ;  and  the  legal  system  of  weights  and 
measures  is  studied.  It  is  more  and  more  required  that  the 
problems  give  rise  to  rational  solutions. 

In  the  liigher  course,  a  new  review  with  more  marked 
attention  to  theories  and  to  the  reasoning  process,  the  metric 
system  is  thoroughly  learned.  The  most  difficult  parts  of  the 
arithmetic  are  taken  up,  such  as  prime  numbers,  the  divisi- 
bility of  numbers,  prime  factors,  and  the  greatest  common 
divisor.  The  methods  of  reduction  to  unity,  applied  to 
the  solution  of  problems  in  interest,  discount*  etc.,  are  also 
Htudied. 

406.  General  Method. — Intuitive  in  its  early  stages, 
and  practical  at  every  step  in  its  development,  —  such  ought 
to  be  the  instruction  in  arithmetic  in  the  common  school. 
The  method  of  study  in  this  science  is  henceforth  fixed,  and 
Mr.  Bain  could  say  that  ' '  the  method  of  teaching  arithmetic 

/V,  perhaps,  the  best  understood  of  any  of  the  methods  con- 
cenwd  with  elementary  studies." 
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Let  us  add,  that  without  ceasing  to  be  practical  the  method 

[  In  aiitlimetic  should  tend  to  give  chUdren  a  rational  knowl- 

e  of  the  science  of  computation.     It  is  not  enougti  foe 

the   child   to  be    mechanically  drilled  in  tiie  operations  of 

arithmetic;  it  is  necessary  that  he  comprehend  them,  that 

he  render  to  himself  an  account  of  them.     By  this  means  he 

I  will  not  only  compute  better  and  more  surely,  but  his  mind 

I  will  at  the  same  time  be  strengthened  and  reflued.     "Par- 

\  ticularly  in  arithmetic,  to  comprehend  is  to  apprehend." 

The  first  requirement  is  tliiit  tlie  child  gain  an  exact  idea  of 

lumber,  —  an  idea  which  ia  complete  only  when  it  contains 

i  the  ideas  of  augmentation  and  diminution,  of  addition  and 

^  subtraction. 


407.  Material  Aids.  — As  a  means  of  making  a  begin-  i 
h  ning  in  numeration,  educators  recommend  the  use  of  small 
I  pieces  of  wood-  As  a  matter  of  fact,  all  concrete  objects 
e  adapted  to  this  purpose,  and  the  choice  is  unimportant. 
f  The  essential  thing  is,  not  to  plunge  the  child  all  at  once  into 
I  tlie  study  of  abstract  numbers,  but  to  resort  at  first  to  in- 
1- tuition,  to  intuitive  compntatiou ;  and  for  this  purpose  real 
I  objects  should  be  employed,  placed  hi  the  hands  of  the 
1  child,  or  points  and  lines  drawn  on  the  blackboard  and  pre- 
I  sented  to  the  pupil's  eye. 

"Much  is  involved  in  the  first  attempts  to  work  upon  number. 
The  distinction  between  one  number  and  airother  is  shown  to  the 
eye  by  concrete  groups  of  varions  things,  the  identity  cf  number 
Appearing  under  disparity  of  materials  and  of  grouping.  Ideas 
are  thus  acquii'ed  of  unity,  of  two,  three,  etc.,  up  to  ten  in  a  row. 

.  .  Atthe  outset  small  tangible  objects  are  used,— balls,  pebbles,    i 
coins,  apples;  then  larger  objects,  as  chairs  and  pictures  on  a  wall. 
Finally  dots  or  short  lines,  or  some  other  plain  murks,  are   tile 
representative  examples  to  be  deposited  in  the  mind  as 
6st  approach  to  the  abstract  idea." ' 
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408.  TaASsmoN  from  the  Cojicrkte  to  the  Abstbact,— 
M.  Horner  very  clearly  states  tbe    proceaa  to  be  followed 
for  gradually  withdrawing  the  mind  from  the  conaideratioa 
of  concrete  objects  aad  leading  it  to  tlie  abstract  notion.     It 
U  firat  DecesBary,  he  aays,  to  show  the  child  material  objects, 
or  at  least  strokes  drawn  on  the  board,  representing  numbers 
and  tlieir  combinations.     Then,  when  the  child  has  gained  ■ 
snlllcient  skill  to  work  with  oliji^cts,  we  must  conceal  thesa  I 
objects  from  his  sight  and  employ  concrete  nunibers,  as  S I 
nuts,   6  tables,  8  chairs,  etc.     A   new  step  has  now  been  I 
taken,  and  after  these  concrete  numbei's  have  been  used  for  f 
some  time,  the  final  step  in  the  series  must  be  taken,  - 
must  divest  tbe  number  of  its  sensible  garment  and  employ  I 
abstract  nnrabers. 

409.  Numeral  FnAMEa.  —  Instead  of  employing  the  first  J 
objects  at  hand,  we  may  resort  to  apparatns,  especially  tol 
numeral  frames,  which  are  machines  designed  to  facilitatftfl 
the  early  steps  in  uonieration. 

This  device  is  no  doubt  serviceable  at  the  beginning  of  I 
instruction  in  number  ;  but  we  must  guard  against  the  abuse  ■ 
of  these  matei'ial  means  of  numerical  intuition,  lest  they  goM 
counter  to  the  end  we  are  pursuing. 

The  numeral  frame  has  been  severely  criticised. 

"This  inatnimeDt,"  saya  M.  Eugene  Raiabert,  "corrupts  inBtmo-^ 
tion  in  arithmetic.  The  principal  utility  of  this  instruction  is  to 
call  into  early  exercise  tbe  child's  faculties  of  abstraction,  —  to 
teach  him  to  see  with  the  head,  through  the  eyes  of  the  mind. 
To  place  things  before  the  bodily  eyes  is  to  go  directly  counter  to 
the  spirit  of  this  instniction.  Nature  has  givQn  children  their  ten 
fingers  for  a  numeral  frame ;  and  instead  of  giving  them  another, 
they  should  be  taught  to  do  without  the  firat  as  aoon  as  possible. 
aid  that  this  device  makes  the  teacher's  eiplanaljous  much  J 
.  I  have  no  doubt  t>!  this.  By  means  of  the  numeral  Eranis^ 
the  child  soon  makes  out  that  10  and  10  are  20 )  but  the  child  wIm 
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counts  only  in  this  way  Iobbh  his  time,  whilo  the  one  who  has 
counted  in  liis  head  haa  engaged  in  the  moat  useful  of  exercises. 
There  «  needed  a  complement  and  corrective  for  instruction 
through  the  sense  of  si^ht,  and  it  is  most  readily  found  in  com* 
putation."  • 

There  is  some  exaggeration  in  this  aentiment,  and  it  would 
apply  more  justly  to  counting-machinea.  Most  teachers 
recommend  the  numern.!  frame  for  the  muteroal  school,  and 
express  the  wish  that  it  may  be  introduced  into  the  coiDmoa 
school,  at  least  for  the  elementary  course.  It  must  be  intel- 
ligently used,  however,  so  ae  to  facilitate  the  pupil's  labor 
without  suppressing  it.' 


410.  Counting -MACinnES, — The  things  to  be  condemned 
without  hesitation  are  arithmometers,  or  counting- machines, 
very  complicated  pieces  of  mechanism,  real  mills,  which  far- 
nish  the  result  of  proposed  operations  and  relieve  the  pupil 
of  labor. 

The  use  of  apparatus,  whatever  it  may  be,  ought  not  to 
make  us  foi^et  the  necessity  of  mental  calculation. 

411.  Mental  Arithmetic.  —  Educational  opinion  is  defi- 
nitely settled  as  to  the  value  and  necessity  of  mental  arith- 
metic, —  that  is,  of  computation  made  in  the  mind,  without 
resorting  to  written  numbers. 

First,  mental  arithmetic  is  an  excellent  mental  gymnastic, 
because  it  compels  the  attention  to  fall  back  upon  itself,  to 
occupy  itself  with  what  is  within,  without  the  aid  of  any 
material  instrument. 

Moreover,  mental  arithmetic  responds  to  the  necessities  of 

1  Quoted  by  M.  Buisson,  L'InsCrucHon  primaire  er  Vienne,  p.  212. 
"  The  numeral  frame  has  been  in  use  since  1812.     It  is  said  that  it 
I  mme  fnmi  Russia,  wd  that  Russia  heraelt  bono'n^d.S.x.^sirsto.^SVlraiK. 
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daily  life.  How  many  times  do  we  need  to  solve  with  rapid- 
ity little  problems  of  domestic  economy  which  demand  but  a 
moment's  reflection  !  The  merchant  and  the  housewife  hare 
not  the  time  to  resort  to  written  calculation ;  thev  hare  not 
always  at  hand  pen,  paper,  and  ink.  They  need  to  find  an 
immediate  solution. 

Finally,  mental  arithmetic  is  a  preparation  for  written 
arithmetic.  At  first  mental  computation  will  be  required, 
especially  of  Ijeginners ;  but  during  the  whole  length  of  the 
course  in  arithmetic,  mental  work  will  accompany  written 
work. 

"  Mental  computation,"  says  M.  Rendu,  "  is  to  the  mind  what 
gynmastic  exercises  are  to  the  body.  ...  It  has  its  processes,  its 
methodical  and  progressive  procedure,  its  great  variety  of  exer- 
cises, its  numerous  applications.  Like  all  other  lessons,  it  de- 
mands a  thorough  preparation." 

Certain  English  teachers  are  accustomed  to  use  the  term 
economic  arithmetic  to  describe  the  arithmetic  proper  for 
the  primary  school. 

"The  purpose  of  teaching  arithmetic  in  elementary  schools, 
apart  from  its  influence  as  a  discipline,  is  attained  when  such  a 
command  has  been  given  over  numbers  as  enables  a  young  man 
or  woman  to  calculate  with  facility  all  those  questions  which 
arise  in  the  ordinary  course  of  life.  This  may  be  called  economic 
arithmetic."  * 

412.  Choice  of  Problems. — The  subject  of  the  prob- 
lems ought  to  be  borrowed  from  the  ordinary  circumstances 
of  life,  from  the  facts  of  rural  or  industrial  economy.  The 
choice  ought  to  vary  with  the  conditions  of  the  child's  life  ; 
it  will  be  one  thing  in  the  city  and  another  in  the  country. 

i  Laurie,  Primary  lustructiou,  p.  107. 
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"There  is  an  important  principle  of  economy  in  education," 
Bays  Mr.  Bain,  "that  applies  to  arithmetic,  liut  not  to  it  alone; 
that  is,  the  utilizing  of  the  questions  or  exercises,  by  making  theui 
the  medium  of  useful  information.  Instead  of  giving  unmeaniug 
nnmbers  to  add,  subtract,  multiply,  and  so  on,  we  might,  after  tlie 
more  preliminai'y  instances,  make  every  question  contain  i 
important  numerical  dat-a  relating  to  the  facts  of  nature  or 
conventional  usages  of  life,  antici]mting,  as  far  as  may  be,  the 
future  exigencies  of  the  pupils  in  their  station  in  life.  ...  Fa 
example,  the  leading  dates  in  chronology  might  be  embodied  in 
variety  of  questions."  > 

413.  The  Function  of  Memory.  —  Mr.  Spencer  some 
where  aajB  that  the  multiplication  table  is  now  often  learned 
by  the  experimental  niethoil.  We  confess  that  we  do  not 
quite  understand  the  thought  of  the  English  educator.  Mr. 
Bain  b  very  much  nearer  the  trnth  when  be  aiiys : 

"  The  memory  has  to  receive  with  firmness  and  precision  all  that  J 
is  included  in  the  addition  and  multiplication  tables ;  and  the  test  1 
of  aptitude  for  the  subject  is  the  readiness  to  come  under  this  I 
discipline.    It  is  a  kind  of  memory  that  in  all  probability  depends    ' 
on  a  certain  maturity  or  advancement  of  the  Kraiu  ;    so  that  no 
amount  of  concrete  illustration  will  force  it  on  before  its  time. 
■  .  ■  .    The  multiplication  table  is  a  grand  effort  of  the  special 
memory  for  symbols  and  their  combinations,  and  the  labor  is  not 
to  be  extenuated  in  any  way.     The  associations  must  be  formed 
BO  as  to  operate  automatically, — that  is,  without  thinking,  inquir- 
ing, or  reasoning;  and  for  this  we  must  trust  to  the  unaided 
adhesiveness  due  to  mechauical  iteration."  * 

414.  The  Metric  System.  —  The  study  of  the  metric  sys- 
tem is  connected  with  that  of  withinetic  proper.     Here 
it  is  important  to  show  to  children  the  objects  themselvt 
the  metre,  the  litre,  etc.      It  would  amount  to  nothing  to  J 
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learn  by  heart   the  abstract  words  wbose  meaatng  has  Dot ' 
been  clearly  fixed  in  the  mind  by  the  concrete  realities. 

"Do  you  speak  of  the  metre?     Cause  the  pupil  to  measure  the 
leugth  of  the  school-room,  of  the  benche-s,  the  board,  the  pupil's 
desk.      The   decimetres,   the    centimetreB,   the    millimetres    wiH 
naturally  present  themselres ;  and  if  the  childreo  carry  a  stick  of   1 
the  length  of  a  metre,  they  will  ask  to  have  the  subdivisiooa  j 
marked  upon  it." 

"InstructioH  through  the  sense  of  sight,"  says    M.    Buisson, 
*'  is  applied    Daturaliy  and  without  any  difficulty  to  the  metric  J 


It  has  been  jcstly  observed  that  the  tables  of  the  metric 
system  will  not  suffice.  Each  school  should  have  in  addi- 
tion a  collection  of  real  weights  and  measures,  which  the 
child  can  see  and  handle. 

415.  Eesults  OP  IssTHucn ON  IN  Arithmetic. — Here  are  j 
some  of  the  faults  reported  by  the  inspectors  in  tlje  lessons  I 
in  number : 

"  A  more  frequent  use  of  mental  calculation  should  be  reqiured.  J 
—  There  are  too  many  theoretical  denioiistratioiis.  —  The  pupi 
who  have  the  best  knowledge  of  the  metric  system  are  greatlj-l 
embarrassed  when  they  handle  the  metre  or  the  balance. - 
teachers  forget  that  primary  instruction  ought  to  be  eminently^ 
practical. —  The  work  is  too  abstract  and  too  mechanical.    Memoi^M 
plays  the  principal  part,  and  the  reasoning  process  is  wanting. - 
^^         The  pupil  counts  toler.ihiy  well,  but  he  is  usually  unable  to  exptaJB>l 
^L      what  he  has  done,  for  the  Tery  simple  reason  that  he  has  not  beenfl 
^H      accustomed  to  reason.    The  intuitive  method  is  mainly  followe<il 
^H      with  the  youngest  children ;  but  the  moment  the  pupils  know  hovr  n 
^H      to  apply  the  four  fundamental  processes,  all  trace  of  the  method 
^H      disappears.      Theoretical  questions  are  put  aside,  and  books  of 
^^^    problems  i^place  the  teacher's  instruction.     Mental  calculation  if 
^^L/au^iit  mthoitt  method,  and  w\teii  'we  \BVAiYto^*.i&  \.\ifc  ^^il  h*— 
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Beems  to  employ  the  same  processes  as  though  ha  bad  a  pen  or 
pencil  at  hia  disposal.  The  study  of  number  is  too  often  reduced 
to  an  exercise  of  memory,  and  children  do  uot  acquire  the  art  of 
reckoning  in  the  mind,  so  useful  as  a  mental  gymnastic,  and  so  in- 
dispensaUe  to  those  who  must  do  witbout  pen  and  paper  for 
making  their  computations.     The  elements  of  arithmetic  are  not 

de  sensible  enough.  The  mechanism  of  the  operations  is 
learned;  but  pupils  do  uot  comprehend  clearly  enougli  what  they 
do  and  why  they  do  it.  Too  many  teachers  are  still  fond  of 
ftbstractions.  They  cannot  make  up  their  uiinds  to  teach  number 
by  means  of  the  numeral  frame,  pebbles,  and  sticks;  but  they 
always  hegin  by  having  the  numbers  writteu  before  the  children 
have  an  exact  idea  of  (luantity.  The  metric  system  is  taught,  but 
10  one  has  seeu  a  metre." 

The  same  reports  state  some  instances  of  progress  in  tLe 
teachiDg  of  iirithmetic. 

"  Arithmetic  is  of  all  the  subjects  the  o 
results.     In  moat  schools  the  computatior 
and  quicily  enough  with  the  pen  or  pencil  ii 
Dot  sufficiently  accustomed  to  mental  work, 
from  the  first  entrance  at  school,  at  fii'st  n 

with  written  numbers.  Teachers  are  rarely  found  who  limit 
tbeinselTes  to  mechanical  operations  upon  abstract  numbers.  The 
problems  are  practical  and  well  chosen.  The  instruction  in 
arithmetic  is  rational ;  the  demonstration  is  always  made  at  the 
blackboard,  and  the  defiuitions  serve  only  to  sum  up  and  fix  th& 
reasoning  f 


416,    Geometrt  in  the  Commor  School.  —  In  the  pro- 
gramme of  1882  geometry  appeared  for  the  first  time  as  a.   I 
topic  of  obligatory  inBti'uction  in  the  common  school.     It 
surely  cannot  be  intended  to  push  very  far  the  study  of  a  sci- 
ence which  comprises  parts  of  such  superiority  and  difficulty. 
It  is  intended  simply  to  borrow  from  it  some  notions  which  J 
are  the  natural  complement  and  sometimes  the  auxiliaries  otj 
arithmetic 


6  which  gives  the  best 

9  done  well  enough 

n  hand ;  but  pupils  are 

Calculation  is  taught 

mtally  and  orally,  then 
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Moreover,  it  is  not  without  protest  that  the  inaoTation  hwl 
been  aanctioned  by  our  achool  legislation.     Swiss  teachers 
formally  declare  tliat   "  geometry  proper  sliouKl  not  have  a    I 
place  in  the  programme  of  a  common  school. "  I 

But  geometry  proper  is  not  under  discusBioa ;  only  the  I 
elements  and  applications  of  tliis  science.  I 

417.  Purpose  of  Isstructios  in  Geometry.  —  In  the  a 
common  school,  in  the  three  courses,  the  purpose  of  inatruc-  I 
tioii  in  geometry  should  be  esclusiTely  practical.  The  aim  M 
is  to  make  the  following  items  of  knowledge  available :  1 .  A  I 
comprehension  of  the  metric  system  ;  2.  The  measurement  I 
of  surfaces  and  volumes  required  by  the  needs  of  life  ;  3.  A  I 
knoTrledge  of  the  simplest  operations  of  surveying  and  lev-  ' 
eliug. 

418.  Method  to  be  Purscted.  —  For  geometry,  as  for  J 
the  other  sciences,  there  is  a  necessary  initiation,  an  intuitive! 
preparation.  It  is  especially  in  the  infant  seliool  that  it  isM 
expedient  to  communicate  the  primary  notions  of  geometry  M 
in  a  concrete  form.  The  official  pri^ranime  recominenda,  ■ 
for  the  infant  class,  a  selection  from  Froebel's  "  occupa-  B 
tiooB,"  shunning  technical  terms,  deflnitions,  and  excess  of '■ 
detail  in  the  analysis  of  geometrical  forms.  I 

What  must  be  avoided  above  all  things,  ut  the  beginning,  X 
is  the  abuse  of  technical  terms  and  abstract  deflnitioDBtfl 
which  the  child  repeats  like  a  parrot,  without  uuderstauding^l 
them.  M.  Leyssenne  advises  that  with  little  children  wefl 
wholly  renounce  the  use  of  the  terms  sphere,  circle,  etc.,  andfl 
tliat  we  speak  to  them  only  of  balls  and  round  bodies.^ 
Without  going  to  this  extreme,  for  it  seems  to  us  necessary  ■ 
to  accustom  the  child  as  soon  as  possible  to  the  special  I 
vocabulary  of  each  science,  we  think  that  at  least  the  tech-  I 
oical  term  should  be  useil  only  in  tlie  presence  of  a  material  I 
object  which  may  faraiBh  the  Taiad  with  &  sensible  repraswi^B 
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tation  of  it.  Do  not  begin  hy  eLowiiig  to  the  child  ideal 
forms  dmwn  ou  tlie  blackboard.  Show  him  real  things, 
figurea  and  solids,  whose  parts  and  properties  he  must  be 
made  to  observe. 

Says  M.  Lejaaenne  ;  "  We  ahould  take  solida  in  wood,  clay,  or 
card-board,  and  place  tliem  in  tlm  children's  hands;  then,  when 
they  have  thoroughly  seen  them,  touched  tham,  and  turned  them 
in  all  directions,  they  ahould  be  told  that  titia  ia  a  line,  this  an 
!,  this  a  square,  this  a  circle,  etc. ;  and  finally,  they  must  draw 
that  line,  angle,  square,  and  cii'cle,  upon  the  board. " 

r  CoimSB.  —  In  the  elementary  course 

hanUy  more  will   be  done  than  to  continue  these  exercises 

which  are  the  alphabet  of  geometry,  and  teach  the  chUd  to 

unravel  that  science.     To  these  tiiere  will  be  added  oxer- 

a  the  measurement  and  comparison  of  magnitudes  by 

L  simple  judgments  of  the  eye ;   the  child  will  be  tanght  to 

I  estimate   distances   approximately ;    and  these  will  be  ex- 

L  pressed  in  tfirnia  of  the  metric  system.      The  difficulty  in 

I  mulling  these  estimates  will  be  seen  when  they  depend  on 

I  the  senses  alone. 

"  A  stock  of  geometrical  conceptions  having  been  obtained," 

b.  says  Mr.  Spencer,  "a  further  step  may  in  coucaeoftime  betaken 

'  by  introducing  the  practice  of  testing  the  correctness  of  all  figures 

drawn  by  the  eye.  .  .    There  can  be  little  donbt  that  geometry 

,  had  its  origin  iu  the  methods  discovered  by  artisans  and  others,  of 

making  accurate  measurement  for  the  foundations  of  buildings, 

aa  of  incloBurefi,  and  the  like.  .  .      Geometrical  traths  should 

introduced  to  the  pupil  under  analogoua*circuitiataDces.     In  the 

I   cutting  out  of  pieces  for  hia  card-liouses,  in  the  drawing  of  orni 

mental  diagrams  for  coloring,  and  in  those  various  instructive  o 

cupationa  which  an  inventive  teacher  will  lead  him  into,  he  may 

be  for  a  length  of  time  advantageously  left,  like  the  primitivi 

t  builder,  to  tentative  processes;  and  howi\LBO  %«a&.w 
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experience  of  the  difficulty  of  achieving  his  aims  by  the  unaided 
senses.^ 

Id  the  intermediate  and  higher  course  the  instruction  in 
geometry  ought  to  be  more  exact,  more  didactic.  Intuitive 
methods  should  give  place  to  processes  purely  abstract,  in 
which  reasoning  should  play  the  important  part. 

420.  Intuitive  Geometry.  —  There  is  now  such  a  craze 
for  intuitive  processes  that  the  attempt  has  been  made  to 
apply  them,  not  only  to  the  elements  of  geometry,  when  they 
are  in  place,  but  to  the  whole  subject.  This  is  the  system 
known  as  tachymetry,  or  rapid  measurement,  a  sort  of  intui- 
tive geometry. 

This  system  may  be  illustrated  as  follows :  By  means  of 
contrivances  made  of  card-board  or  of  wood,  there  is  made 
an  actual  decomposition  of  the  different  volumes  which  are  to 
be  estimated  ;  then  the  parts  so  decomposed  are  grouped  in 
different  ways,  so  that  the  theorem,  which  would  otherwise 
be  demonstrated  in  abstracto  by  a  long  train  of  reasoning,  is 
made  intuitive  and  tangible.  This  method  of  physical  and 
concrete  demonstration  is  applied  even  to  the  measurement 
of  the  circle  and  the  sphere,  even  to  the  properties  of  the 
square  of  the  hypothenuse  and  of  similar  triangles.  In  a 
word,  tachymetry  is  materialized  geometry. 

"  The  aim  of  tachymetry^ "  says  one  writer,  "  is  eminently  prac- 
tical, —  to  teach  the  farmer  to  compute  how  many  hectolitres  of 
wheat  there  are  in  a  pile  of  wheat  in  his  barn  ;  the  road-master  how 
many  cubic  metres,  decimetres,  and  centimetres  in  a  heap  of 
stones ;  the  civil  engineer  how  to  proceed  in  forming  an  estimate 
of  the  work  he  is  to  perform."  ^ 

1  Spencer,  op.  cit,  p.  148. 

3  This  empirical  geometry  is  all  very  well  for  such  cases  as  those 
mentioned  above ;  but  it  should  be  recollected  that  no  system  of  mere 
zneasurementa  can  ever  prove  that  the  sum  of  the  three  angles  of  a 
triangle  is  equal  to  two  right  angVea.    (^"^.^ 
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L_  421.  Ake  tuere  Object-lessons  in  Arithmetic  asd  Ge- 
foMETRY? — We  do  not  think  that  there  can  be  real  object- 
lesaons  either  in  arithmetic  or  in  geometry.  We  shoiild  note 
the  fact  that  when  we  give  tiie  ciiild  sticks  in  order  to  teach 
him  to  count  or  solids  in  order  to  teach  him  to  estimote 
dimensions,  it  is  not  ttie  things  themselves,  the  sticks  or  the 
soiida,  that  we  wish  him  to  study ;  but  we  place  tJiese 
objects  before  his  eyes  or  in  his  hands,  in  order  that  he  may 
OS  soon  as  possible  disengage,  from  these  concrete  realities 
the  abstract  idea  of  numbers,  the  abstract  idea  of  geomet- 
ileal  forma. 

422.  The  Physicai,  and  Natdral  Sciences.  —  In  intro- 
ducing the  physical  and  the  natural  sciences  into  the  common 
school,  the  purpose  has  been  both  to  give  the  child  a  certain 
amount  of  positive  knowledge,  of  an  infinite  value  for  practi- 
cal life,  and  to  teach  him  the  habit  of  observation.  Wbile 
the  mathematioivl  sciences  are  especially  valuable  for  devel- 
oping inward  attention  and  power  of  reasoning,  the  natural 
Kud  the  physical  sciences  call  the  senses  into  play  and  teach 
the  habit  of  seeing,  and  of  seeing  completely.  Now,  as 
some  one  has  said,  "  the  spirit  of  observation  is  the  best  of 
professors."  The  child  who  is  endowed  with  it  learns  for 
himself  a  multitude  of  things  which  forever  escape  minds 
that  are  indifferent  and  incapable  of  observing. 

Every  specialist  is  disposed  to  exaggerate  the  importance 
of  the  specialty  which  he  teaches.  We  are  not  astonished, 
then,  that  Paul  Bert  attributes  to  tliu  physical  and  natural 
sciences  a  part  absolutely  preponderant  in  primary  instruc- 
tion. But  we  must  allow  that  no  study  is  better  adapted 
for  teaching  to  see  accurately,  to  take  nothing  on  authority, 
and  to  divest  the  mind  of  superstitions  and  prejudices. 

423.  pRouHAMMES  AND  METHODS. — The  French  official 
yprc^amme  purposely  ineieta  on  the  ^ei:^  e\Kav%Ti.\as^  ^^gmx.-  ^ 
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acter  of  the  instraction  given  in  the  physical  and  natural 
sciences  in  the  common  school. 

It  recommends  object-lessons  for  the  first  course,  —  les- 
sons, moreover,  graduated  according  to  a  regular  plan, 
bearing  on  man,  animals,  vegetables,  minerals.  These 
objects  will  be  shown  to  children,  and  the  teacher  will  add 
to  these  some  simple  and  familiar  explanations. 

Physics  appears  only  with  the  intermediate  courses,  and 
provides  for  only  summary  notions  on  the  three  states  of 
matter,  upon  air,  water,  and  combustion.  Simple  experi- 
mental demonstration  will  complete  the  lesson.  On  the 
other  hand,  in  the  intermediate  course,  didactic  lessons  will 
be  given  on  man,  animals,  and  vegetables.  It  is  evident 
that  this  course  ought  to  be  as  descriptive  as  possible. 

Chemistry  is  introduced  in  the  higher  course  under  this 
description :  The  notion  of  simple  bodies^  compound  bodies^ 
metals^  and  common  salts. 

Physics  is  studied  in  its  essential  laws,  —  weight,  heat, 
light,  electricity,  etc.  Instruments  are  described  and  ex- 
plained. 

Finally,  in  this  same  course,  mineralogy  is  in  turn  added 
to  the  two  other  natural  sciences,  botany  and  zoology,  the 
study  of  which  is  continued.  At  the  same  time  that  hiunan 
physiology  is  taught,  the  principal  functions  of  the  human 
body  are  explained. 

424.  Necessity  of  a  Book.  —  The  physical  and  natural 
sciences  cannot  be  taught  without  apparatus,  instruments, 
and  museums. 

Now  it  must  not  be  forgotten  that  for  the  most  part  the 

common  schools  are  destitute  of  scientific  instruments  and 

natural  history  collections.     The  book  is  then  indispensable, 

a  book  that  ii  well  written,  which  requires  but  inexpensive 

experiments  %  —  an   elemental^   book^  a^nd  not  merely   an 

ahridgmef^^ 
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To  select  in  each  science,"  says  Paul  Bert,  "the  dominant, 
fundamental  facts ;  to  set  them  forth  with  sufficient  details  to 
make  them  clearly  apparent  to  the  child's  mind  nnd  to  fix  them 
.firmly  in  his  memory ;  to  neglect  facts  of  secondary  importance ; 
—  such  are  the  general  rules  that  should  be  foUowed." 

425.     Practical  Chabactek  of  XHra  Instruction. — Id 

the  tencliiug  of  the  physical  and  natuml  Bcieaces,  particular 
care  should  be  taken  to  avoid  all  fine-spuu  theories,  and 
everything  which  cannot  be  made  reaUy  intelligible  to  the 
child.  Special  attention  will  also  be  given  to  the  practical 
application  which  may  be  made  of  the  different  parts  of 
these  acienccB.  The  official  programme  enjoins  tliis  eourec 
npon  teachers  when  it  requires  them  to  dwell  upon  "the 
transformation  of  crude  material  into  the  manufactured 
.  articles  of  every-day  use,"  and  again  when  it  offers  prac- 
tical suggestiona  on  hygiene  and  upon  the  effects  of  tobacco 
>-and  alcohol. 

Doubtless  the  first  result  of  scientific  instruction  is  mental 
I  development.  These  studies  open  the  intelligence,  extend 
iiie  intellectual  horizon,  and  train  men. 


"  A  training  in  the  natural  aoiences  must  be  raised  to  the  dignity 
td  a  regular  educational  appliance;  and  for  this  purpose  the  quan- 
tity must  be  reduced ;  hut  what  is  learned  must  be  perfectly  assim- 
ilated, and  must  be  used,  not  to  increase  the  volume  of  what  is 
hiiovrn,  hat  to  establish  habits  of  attentive  observation,  of  exact 
analysia,  and  of  a  fruitful  and  well-regulated  curiosity. " 

But  the  material  results  of  tliis  instniction  are  no  leas 
valuable.  The  sciences  of  nature  appear  to  us  particularly 
uaefnl  and  commendable,  because  they  are  a  necessary  intro- 
duction to  professional  Instruction,  and  are  a  preparation 
;for  the  arts  and  the  trades. 

1S6.    SdEDTIFlO  EXCDBSIONB. Hothitlg  i&  TlWSt^ 'UiSf^l.'Q^ 
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to  the  teaching  of  the  physical  and  natural  sciences  than 
scientific  excursions,  whether  they  be  dkected  to  the  fields, 
woods,  and  farms,  or  to  some  shop  or  manufactory.  But  it 
must  not  be  forgotten  that  these  excursions  ought  to  preserve 
their  character  of  recreation  and  diversion.  The  instruction 
that  is  given  in  them  should  take  place  in  the  presence  of 
pupils  in  the  form  of  familiar  conversations,  and  the  in- 
structor should  not  carry  outside  of  the  class-room  the 
habits  and  the  didactic  method  of  the  school 


CHAPTER  Vin. 

MORALS    AND    CIVIC    INSTRUCTION. 

427.  Moral  Education  and  the  Teaching  of  Morals. 
—  In  1881  some  of  the  inspectors-general  complained  that 
*'at  present  moral  education  is  not  included  in  the  pro- 
gramme of  common-school  instruction."  It  will  never  be 
included  in  it ;  for  though  it  is  the  principal  and  the  essen- 
tial purpose  of  instruction,  it  is  not  a  part  of  the  programme. 
Moral  education  is  a  general  and  delicate  subject  which  can- 
not be  imprisoned  within  the  limits  of  a  regular  course  of 
technical  instruction.  It  is  otherwise  with  morals  itself, 
which  ought  to  be  separately  taught  as  a  science,  and  the 
highest  of  all  the  sciences.  Doubtless  a  course  in  morals, 
however  well  it  may  be  taught,  will  not  suffice  to  make  a 
good  man  ;  but  it  will  aid  in  doing  this,  and  it  is  with  reason 
that  the  legislation  of  1882,  in  imitation  of  what  was  done 
abroad,  gave  to  morals  a  place  in  the  programme  of  the 
common  schools. 

428.  Morals  may  be  Taught  in  every  School  Exer- 
cise.—  Instead  of  being  the  definite  object  of  a  regular 
course,  taught  at  certain  hours,  the  teaching  of  morals  ought 
to  be  the  constant  care  of  the  teacher  and  the  natural  result 
of  all  the  exercises  of  the  school. 

Says  M.  Janet :  "  There  is  a  capital  mode  of  moral  instruction 
which  pervades  the  whole  course  of  teaching,  all  the  studies  of  the 
child,  and  even  all  the  acts  of  his  life.  We  may  teach  morals 
through  reading,  writing,  grammar,  Vi\a\,at^,  w\^  «s«^  'viKtwii^*^^^ 
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Children  will  be  taught  to  I'ead  iti  good  books  c^tSiS^ 
iug  short  moral  lessons;  they  will  be  made  to  mite,  as  models,  ] 
maiima  and  seiiteiices  which  will  reinaiQ  in  their  memory  j  I 
dictation  exercises  may  be  given  them  borrowed  from  the  records  ] 
of  the  moralists ;  and  history  at  each  step  is  a  school  of  morals.  1 
Even  arithmetic  may  bo  WKed  for  this  purpose  ;  for  from  the  rule  I 
of  interest,  for  example,  tliis  practical  inference  may  be  drawn,  I 
that  no  debts  should  be  contracted,  or  if  they  are  they  must  be  1 
paid.  There  is  a  lesson  in  morals  in  the  acts  of  the  child  at  all  J 
hours  of  the  day,  even  in  his  spnrts  and  recreations.  At  each  I 
moment  the  instructor  is  obliged  to  teach  neatness,  politeness,  1 
obedience,  industry,  and  the  spirit  of  peace  and  concord.  From  I 
ihis  first  point  of  view  the  school  as  a  whole  is  in  itself  a  school  of  1 
moral  instructioii."  I 

429.   Tub  Special  Teaching  of  Morals. — But  outaide  ] 

of  this  diffused  and  almost  unconscious  teaching  of  morals,  I 
which  reaults  from  all  the  exercises    of   the  scliool,   there  * 
ought  to  be  a  regular  course  of  instruction  in  morals,  very 
simple,  of  course,  and  very  modest,  but  distinct  from  all 
tlic  othere.     Morals  is  a  scieuce  which  may  and  should  be 
taught  on  its  own  account,  in  the  common  school  as  every- 
where else.     It  is  only  by  this  means  that  there  will  be  a 
cure  for  what  ia    irregular,   indefinite,  and    insiifficiQut   in    ' 
moral  education,  when  it  is  supported  merely  on  indirect   J 
lessons  and  a  disconnected  instruction,  I 

On  this  question  there  may  be  differences  of  opinioa  I 
among  men  of  good  judgment.  M.  Buisson,  in  hia  Rapport  I 
jitr  Veirposition  de  PhUadelphie,  declared  that  morals  differs  -I 
from  the  other  topics  of  the  programme  in  the  fact  that  it  1 
cannot  have  a  fixed  time  in  the  scheme  of  daily  exercises.  I 
The  offlcinl  programmes  of  1881  have,  as  it  seems  to  us,  J 
rightly  come  to  a  different  conclusion,  for  they  say  ex-  1 
pressly ;  1 

"  There  shall  be  each  day,  in  the  two  lower  grades,  at  least  one  J 
fawson  vhiob,  in  the  form  of  a  iaini\M  covwersation  or  by  ""— ""WllJ 
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appropriate  readiDg  lessons,  shall  be  devoted  to  moral  itistractiou ; 
in  the  higher  grade  this  lesson  shall  be,  as  far  as  possible,  the 
jnethadioal  development  of  a  systematic  course  in  morals." 

I  430.  Topics  uf  Morai.  Instruction.  —  The  object  of 
instructioQ  in  morals  in  the  commoa  school  is  the  practical 

'  kuoffledge  of  duties  much  moi'e  than  the  tiieoretical  espres- 
sion  of  moral  piiuciples.  It  ia  of  leas  importanoe  to  havfi 
ttie  child  reaeon  as  a  philosopher  oq  tlie  nature  of  his 
actions,  than  to  prepare  him  to  fulBl  as  an  dpright  man  all 
the  obligatiouB  of  life. 

•'  It  should  he  the  duty  of  al!  teachers,"  says  M.  Janet,  "  to  in- 
Btnict  their  pupils  during  the  ^hoie  school  course  in  their  duties   i 

'    towards  thair  family,  their  country,  their  fellows,  themselves,  and 

'    God."  I 

Learned  discussions  on  good  tind  evil,  on  the  character  of 

I  the  moral  law,  on  the  principle  of  moral  obligation,  ought  to 
be  nearly  proscribed  in  elementary  instruction  in  morals. 
These  things  are  proper  in  a  college  coui-se,  but  it  would  be 
neelesa  to  reqmre  them  of  children  in  the  conunon  school, 
ivhose  minds  are  insufticiently  prepared  for  such  studies. 

431.    Scope    and    Limits    of    this    Instruction.  —  The 

teaching  of  morals  in  the  common  school  ought  not  to  be 
connected  with  any  religious  doctrine.     Universal  and  oom- 
1    mon  to  all  children,  to  whatever  confession  they  may  belong, 
'    it  speaks  but  the  language  of  reason  and  common  sense  ;  it 
remains   human,   and  does  not  encroach  on  the   peculiar 
beliefs  of  any  religious  body. 
,       "Lay  instruction  in  morals  is  distinguished  from  religious  in- 
fltruction   without  contradicting  it.     The  instructor  substitutes 
himself  neither  for  the  priest  nor  for  the  head  of  the  family;  he    ■ 
unites  his  efforts  with  theirs  in  order  to  make  of  each  child  an 
honest  nun.     He  ouj^t  to  insiat  on  tlia  dutiaa  -v^os^Xs^isui,  -«!iw 
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together,  and  not  on  the  dogmas  which  divide  them.  Every  the<> 
logical  and  philosophical  discussion  is  manifestly  forbidden  him 
by  the  very  character  of  his  functions,  by  the  age  of  his  pupils, 
and  by  the  confidence  of  families  and  of  the  state ;  he  concen- 
trates all  his  energies  on  a  problem  of  another  nature,  but  not 
less  arduous,  for  the  very  reason  that  it  is  exclusively  practical ; 
and  this  is  to  make  all  children  serve  an  actual  apprenticeship  in 
right-living. 

"  Later,  when  they  have  become  citizens,  they  will  perhaps  be 
separated  by  dogmatic  opinions,  but  at  least  they  will  be  in  prac- 
tical accord  in  placing  the  aim  of  life  as  high  as  possible ;  in 
having  the  same  horror  of  whatever  is  low  and  vile,  the  same 
admiration  for  whatever  is  noble  and  generous,  the  same  delicacy 
in  the  appreciation  of  duties ;  in  aspiring  after  moral  perfection, 
whatever  efforts  it  may  cost ;  and  in  feeling  themselves  united  in 
the  general  homage  of  the  true,  the  beautiful,  and  the  good,  which 
is  also  a  form,  and  none  the  less  pure,  of  the  religious  feeling."  ^ 

432.  Division  of  the  Courses.  —  In  the  teaching  of 
morals,  more  perhaps  than  in  any  other  subject,  it  is  neces- 
sary to  follow  a  progressive  plan,  to  proceed  at  first  by  ex- 
amples, by  familiar  talks,  to  rise  little  by  little  to  abstract 
laws  and  to  general  rules. 

It  is  in  accordance  with  these  principles  that  the  official 
programme  has  organized  the  different  courses  in  the  com- 
mon school. 

In  the  infant  class  the  instruction  comprises  only  simple 
talks  mingled  with  the  various  exercises  of  the  school,  short 
poems  learned  by  heart,  and  stories  told  by  the  teachers. 

In  the  three  grades  of  the  common  school,  the  programme 
regulates  the  succession  of  topics  as  follows : 

Elementary  Course. —  Familiar  conversations;  readings  with 
explanations,  narratives,  examples,  precepts ;  learning  by  heart. 
Intermediate  Course. —  Readings  with  explanations  as  before 

^  Frooramme  oi  Iftft^,  Educallou  morroXe. 
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(narratives,  examples,  precepts),  but  co-ordinated  and  graduated 
according  to  a  methodical  plan. 

Higher  Course. —  Short  graduated  lessons  in  moral  instruc- 
tion, illustrated  by  examples  in  accordance  with  the  programme. 

It  is  then  only  in  the  higher  course  that  the  instruction 
will  assume  a  didactic,  doctrinal  form,  and  that  the  teacher 
will  give  formal  lessons. 

433.  The  Inductive  and  Deductive  Method. — In 
whatever  way  we  may  teach  morals,  the  method  followed  is 
always  either  inductive  or  deductive. 

We  may  start  from  an  example,  from  a  fact  furnished  by 
history,  from  a  fiction  invented  by  the  teacher's  imagination, 
from  an  experience  of  the  child,  from  an  incident  which  has 
occurred  in  the  class,  in  the  school,  or  in  the  village,  and 
then  lead  the  pupil  to  discover  the  moral  truth  concealed 
behind  this  particular  event.  This  is  to  proceed  induc- 
tively. 

Or  we  may  lay  down  a  moral  rule,  the  definition  of  a  virtue 
or  a  precept  of  conduct,  and  after  having  explained  it 
in  itself,  we  may  help  the  pupil  to  find  practical  applications 
of  this  general  rule.  In  other  terms,  we  may  proceed  de- 
ductively. 

"  At  one  time,"  says  M.  Janet,  "  maxims  will  be  regarded  as  the 
consequence  of  a  story  or  a  fable ;  and  at  another  they  will  be  pre- 
sented as  principles,  and  the  story  or  the  fable  will  become  the 
proof  or  the  application  of  the  maxim." 

434.  Proper  Characteristics  of  Instruction  in  Morals. 
—  The  clearness,  logic,  and  intellectual  qualities  which  may 
assure  the  eflficiency  of  every  other  topic,  will  not  suflSce  in 
the  teaching  of  morals.  In  this  case  the  teacher  is  an  edu- 
cator rather  than  a  professor.  He  does  not  address  himself 
alone  to  the  mind,  —  he  must  toxicVv  lYv^  \i^<axt;;^<K^'5N2M>5^  *^s^s^ 
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I  conscience,  and  msmuate  himself  into  the  depths  of  the  sooL 
Be  hits  need  of  gravity,  and  also  of  fervor  and  commuQi- 
eative  emotion ;  he  himself  ought  to  feel  vividly  the  moral 

ti'QtliB  which  he  commuDicateB  to  others. 

"In  order  that  moral  cnltnre  ma;  be  possible  and  effective,  it  is 
an  indiapensable  condition  that  this  instruction  toni^fa  the  soul 
to  the  quick  j  that  it  shall  be  confounded  with  an  ordinary  lesson 
neither  in  tone,  character,  nor  form.  It  is  not  sufficient  to  give 
the  pupil  correct  notions  and  store  his  memory  with  wise  maxims; 
hnt  we  mnst  succeed  in  developing  within  him  emotions  so  true 
and  so  strong  as  to  aid  him  in  the  day  of  trial  ia  triumphing  over 
passions  and  vices.  It  is  required  of  the  teacher,  not  to  adorn  the 
memory  of  the  child,  but  to  touch  his  heart  and  to  make  him  feel, 
by  a  direct  experience,  the  majesty  of  the  moral  law.  This  ia 
equivalent  to  Eaying  that  the  means  to  be  employed  cannot  he  like 
those  which  are  proper  in  a  lesson  in  science  or  gratiiniar.  They 
ought  to  be  not  only  more  versatile  and  varied,  bnt  more  intimate, 
more  affecting,  more  practical,  of  a  character  less  didactic  on  the 
whole,  but  more  serious." 

435.  Teachmg  through  the  Heart. — We  hare  been 
K«harply  criticised  for  having  said,  in  our  Elements  d'instruc- 
1  Hon  dvique  et  morale,  that  "  the  practice  of  morals  is  based 
I  on  the  sensibilities."  But  yet  this  is  the  simple  truth.  Feel- 
ing, whether  it  be  the  feeling  of  affection  for  one's  family, 

e's  companion,  one's  fellow -citizen,  or  even  religious  sen- 
I  timent,  that  noble  emotion  of  the  soul  for  the  good,  —  these 
f  are  the  most  fruitful  sources  of  virtue.  On  this  point  edn- 
l  cators  are  u 


"  With  the  child,"  says  M.  Marion,  "  the  heart  anticipates  the 
I  head,  and  it  is  rather  through  the  heart  than  through  the  reason 
t  that  we  linve  our  hold  on  him.  It  is  then  to  the  heart  that  we 
I  must  first  addi'ess  ourselves.  The  sensibilities  of  the  child  are 
L  already  very  active  at  a  time  when  his  intelligence  is  yet  scarcely 
MrakoDed,    It  would  then  be  a  waste  of  time  to  teach  him  geneial  ■ 
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precepts,  but  to  the  sarue  degree  it  would  he  a  useful  nndertakiag 
to  devote  our  energies  to  touching  his  heart,  to  giving  him  a  love 
and,  Eo  to  speak,  an  agitation  tar  the  good,  a  longing  for  what 
is  better." 

"  From  the  hearthstone  of  the  tender  aad  generoua  emotions," 
says  Madame  de  Saussure,  "  there  radiates  oyer  the  intelligence  a 
kind  of  animation,  that  gentle  ardor  ^ith  which  it  is  iutimatelj 
penetrated.  .  .  .  The  feelings  are  not  only  necessary  to  the  mind 
as  a  complement  to  its  knowledge,  but  they  decide  its  very 
acter,  ita  nature,  and  the  mode  of  its  action."  ' 


i36.  Edocation  TiiKOUuii  Reklection,  —  Convinced 
we  are  of  the  prerogatives  of  the  heart  aud  the  emotions 
the  matter  of  morfll  culture,  we  have  not  the  least  thought 
of  depi-eciatiug  the  influence  of  tlie  intelligeuee  itself  in 
moral  education.  Virtue  is  an  attair  of  judgment  as  well  as 
of  feeling.  We  must  first  know  where  duty  lies.  To  know 
accurately  in  what  it  consists,  what  reasons  constrain 
follow  it,  what  consequences  will  result  from  it,  ia  not  witlfj; 
out  use  in  deciding  us  to  fuilil  it. 

The  teacher  wiU  then  appeal  to  the  child's  judgment 
reflection.     "In  the  intermediate  course,"  says  M.  Janet j 
"we  ought  to  address  ourselves  to  the   reflect! 
more,  at  least  as  much,  as  to  the  feelings." 

"The  iust.ruetor,"  says  M.  Marion,  "ought  to  give  the  cbilj. 
general  modes  of  thinking,  general  rules  for  forming  sound  Jud(f> 
ments,  and  a  larger  sense  of  his  own  responsibility.  If  we  would 
have  the  child  accustom  himself  to  do  nothing  without  asking 
himself  what  is  good  or  bad  in  the  given  case,  we  must  evidently 
fumbh  him  with  general  precept*  as  to  good  ami  evil,  and  give 
him  true  moral  inalmclion."  ^ 


437.   Education  through    Practlce,  —  When  we   havai 
assigned  the  mind  and  the  heart  their  respective  parts 
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'  L'Mdueation  progressivf.  1 , ; 
s  Marlon,  op.  eit,,  p.  39B. 


he.S 


404  PKACnCAL  PEDAGOGY. 

teaching  of  morals,  we  must  hasten  to  recognize  the  fonction 
of  habit  and  will.  It  is  of  pre-eminent  importance  that  by 
his  vigilant  endeavor  the  teacher  assure  to  every  moment  of 
school  life  the  accomplishment  of  acts  in  conformity  with 
the  moral  law.  The  intelligent  application  of  school  disci- 
pline will  furnish  him  the  means  for  doing  this.  He  will 
allow  liberty  of  thought  and  action,  but  will  indicate  to  his 
pupils  their  errors  or  their  mistakes.  He  will  teach  them  a 
horror  for  tale-bearing,  dissimulation,  and  hypocrisy.  He 
will  place  above  everything  else  frankness  and  uprightness, 
and  for  this  purpose  he  will  never  discourage  the  frank 
speech  of  children,  their  objections  or  their  questions. 

"  The  teacher  ought  to  give  the  child  habits.  ...  At  the  age 
of  seven  the  child  has  not  yet  all  the  good  habits  which  he  ought 
to  have,  and  even  those  which  he  has  are  not  as  strong  as  they 
ought  to  become.  We  must  continue  to  train  him  to  what  is  good 
by  inspiring  him  without  his  knowledge,  so  to  speak,  with  correct 
modes  of  acting  and  feeling.  General  precepts  would  be  useless 
at  that  age ;  they  are  repulsive  and  dry  because  they  are  abstract 
and  remain  without  effect.  Let  us  recall  the  remark  of  Herbert 
Spencer,  "  that  it  is  not  only  with  children,  but  with  all  inatten- 
tive and  slightly  cultured  minds,  that  admonitions  fail  of  their 
purpose." 

"  We  do  not  teach  a  child  morals  in  order  that  he  may  know, 
but  in  order  that  he  may  do.  In  the  ordinary  sense  of  the  term, 
it  is  not  a  question  of  teaching  but  of  inculcating,  which  is  an  en- 
tirely different  thing.  In  introducing  morals  into  the  programme 
of  the  common  schools,  it  was  not  intended  to  introduce  a  new 
branch  of  instruction  analogous  to  the  others,  new  lessons  parallel 
with  the  other  lessons;  but  it  is  the  education  of  the  heart  and  of 
the  character  that  it  is  proposed  to  assure  and  direct  in  the  best 
manner  possible." 

438.  Practical  Exercises. — This  necessity  of  appealing 
to  the  moral  habits  is  so  evident  tiiat  the  authors  of  the 
o/fic'Jal  programme  have  taken  special  pains  to  recommend 
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practical  exercises  which  tend  to  embody  moral  principles  in  1 

actiua,  both  within  the  school  aud  outside  tlie  school.    Ad  J 

attentive  superviaion  is  thus  imposed  on  teaciiera.'  i 

These  practical  exercises  ought  first  to  take  account  ot  | 

indiTidual  chai'acteristica.     The  teacher  ought  to  know  the  ( 

peculiar  dispoBition  of  each  pupil  for  the  purpose  of  inter-  | 

vening  to  correct  their  faults  and  to  call  iuto  play  their  good  I 

quaHtiet).     To  a  far  higher  degree  tlian  inteUectnal  educa-  i 

tion,  moral  education  requires  the  partictdar,  personal  cars  j 

which  aims  at  each  natural  hent  of  the  child.  1 

The  teacher  must  also  endeavor  to  correct  tlie  bad  liabits, 

the  pi'ejudices,  and  the  aoperstitions  which  the  child  brings  ] 

from  the  family  into  the  school,  upon  which  ho  has  been  | 

nourished  from  infancy,   and  which  the  influences  of  the  I 

environment  in  which  he  lives  continue  to  perpetuate  ia  him,  i 

"  The  child  does  not  reach  the  age  of  Bcvea  absolutely  iiiesperi- 

encecl  and  morally  unaffected,     A  sort  of  moral  perversion  has  i 

already  hegmi  in   him  through   default  of  proper  care,  and  the  ] 

teacher  who  receives  him  into  school  ought  not  only  to  do  what  : 

has  not  been  done,  but  mora  often  to  undo  what  alone  has  been  * 

439.  Toe  Example  of  a  Teacher.  —  But  it  is  not  alone 
the  child  with  his  habits  ah-eady  formed,  with  his  prejudices 
contracted  from  bii'th,  that  must  he  supervised  in  his  acta 
and  trained  to  think  better  and  to  do  better  ;  but,  above  all, 
the  teacher  ought  to  supervise  himself. 

"In  order  that  the  pupil  may  be  penetrated  with  that  respeot 
for  the  moral -law  which  ia  a  complete  education  in  itaelf,  the  first 

'  "  In  some  schools  the  children  are  polite  and  respectful  to  every- 
body, and  they  ore  early  msplred  with  the  senlimcnt  ot  duty ;  but  this 
ia  far  from  being  true  hi  most  scboole.  Teachers  do  not  supervise 
theh  pupils  enough  outside  of  school ;  tliey  do  not  apply  thentselves 
BuCBciently  to  trainmg  the  hearts  of  children,  and 
Instraclion  is  nothing  williout  edacaJ-io"  " 


I 


PRACTICAL   PEDAGOGY. 


necessary  is  timt  by  hia  character,  his  conduct,  and  bis  ' 
language,  the  teacher  hiiiiaelf   should  be  the  most  peranasive  of 
examples.     In  this  order  of  instruction,  what  does  not  come  from 
the  lieart  does  nob  go  to  the  heart.     Ttie  teacher  who  recites   i 
precepts  and  speaks  of  duty  without  conviction  and  emotion,  does  ] 
much  worse  than  lose  liis  effort ;  he  is  guilty  of  a  fault." 

It  is  Dot  only  when  he  speaks  of  morale,  it  is  always  and  I 
everywhere  that  the  teacher  ought  to  present  himself  to  the  ] 
child  as  a  liviug  example  of  iiprigbtDcss  and  honesty. 
real  model  actmg  before  the  eyea  of  the  child  will  always  1 
bo  more  efflcteot  than  the  models  borrowed  fiom  history  l 
or  fiction. 

440.   Incidental  Marks.  —  It  is  doubtless  necessary  i 
the  teaching  of  morals  not  so  much  to  preach  as  tu  do ;  but  I 
yet  exliortations  made  with  gravity  are  not  without  their  ] 
value. 

M.  Pecaat  wisely  recommends  the  managers  of  schools  to  I 
call  together,  at  least  each  week,  the  pupils  of  the  lower  "f 
classes  for  the  purpose  of  conversing  with  them  for  lialf  e 
hour. 

"Let  them  then  enter  into  more  direct  communication  with  1 
them;  let  them  pass  in  review  the  history  of  the  past  week,  doing  I 
justice  to  all ;  ami  let  them  point  out,  along  with  the  fanlta  and- 1 
shortcomings,  the  honest  efforts  and  good  results.    Let  them  re- 1 
serve  for  this  conference  some  interesting  article,  adapted  to  raise 
the  children  above  the  ordinary  level  of  their  studies,  and  to  inspire 
them  with  a  taste  to  read  for  themselves  some  good  books  from  I 
the  school  library.    For  this  purpose  let  them  give  their  papilsfl 
discreet  advice  as  to  their  ordinary  life,  their  family  duties,  and  J 
books  that  are  to  be  avoided.    Such  conversations  well  prepared,  1 
serious  without  stiffness,  in  which  a  fikillfnl  manager  would  d 
fail  to  associate  his  subordinates,  mi^ht  be   niaile  the  principal 
educative   lesson,   a   cordial,   interesting,    and   undogmatic  moral 
Jessoa.     The  child  would  \eave  t\ve  6c\ioq\  ^leVtet  ■gve^oi-ed  to  profit 


MORALS    AND    CIVIC    INSTRUCTION. 

by  the  good  influences  of  the  family,  and  better  armed  against  the 
bad  examples  and  Die  iin'nhole.'ioiiie  excitements  of  the  a 

441.  Readino. — It  ia  particularly  by  reading  that  good 
moral  iDspirations  are  to  be  inaiDuated  into  t)ie  head  and 
into  the  heart  of  the  child.  This  reading  is  either  done  in 
class,  with  commentarica  which  throw  into  relief  the  impor- 
tant parts  of  the  text,  or  is  done  personally  by  the  pupU. 

"School  libraries,"  say  the  Rapports  of  the  inspectors-general, 
"when  they  are  well  maintained,  wiO  furnbh  the  teacher  powerful 
aids  in  education  and  moral  instruction.  The  influence  of  good 
books  is  very  important,  and  so  their  influence  should  be  extended 
orerywhere  in  order  to  develop,  by  this  means,  a  high  state  of 
moral  sentiment." 

442.  Poetry.  —  We  have  noted  in  another  place  tliQ  rela- 
tions between  the  lieautiful  and  the  good,  between  art  and  i 
morals.     In  our  schools  we  Lave  not  yet  learned  to  draw  j 
from  literary  studies  all  the  advantage  which  education  is  1 
entitled  to  expect  from  them. 

"If  the  moral  and  religious  sense  consists  above  all  in  reapect-  j 
ful  homage  and  submission  rendered  to  what  is  better  than  o 
self,  to  the.  ideal,  to  the  good,  and  finally  to  the  perfect  Being,  1 
what  is  more  proper  for  awakening  it  than  to  make  an  appeal  tO<l 
the   sense   of    admiration   for   what  is   beautiful,  —  beautiful   i 
thought,  sentiment,  form,  and  order;  for  everj-thing  which,  hj-' 
surpassing  our  low  level,  soliuits  us  to  step-out  of  ourselves  and  to 
mount  higher?    Let  as  recognize  a  great  want  here,  ■which  I  will 
only  indicate.     The  official,  dogmatic   religion   has  retired   from 
r  school?,  and  nothing  has  yel  come  to  take  its  place;  moral 
instruction  has  no  more  than  apjwared  on  the  threahold ;  and  art  | 
ts  various  forms,  but  particularly  in  the  eminently  educative  .1 
Q   of  poetry,  does  not  fulfill  in  any  Hegree   its  office  of  higli'J 
culture.     Even  choral  singing,  which  has  always  been  the  choseod 
instrument  of  religious,  moral,  and  patriotic  education,  nowhere 
its,  so  to  speak,  in  omr  schools." 
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443.  THBoaETiCAL  Morals.  —  While  the  teaching  ot 
morals  in  the  pommou  school  has  mainly  a  practical  aim, 
the  ioBtrnctor  need  not  Degk'Ct  to  givu  to  bis  lesaons  an  ele- 
vated general  character.  It  tloes  not  suffice  to  teach  pupils 
their  individual  dutiea,  and  put  them  in  a  t^oudition  to  prac- 
tioe  them ;  hut  it  in  necessary  that  the  course  in  morale  be 
also  an  occasion  to  awaken  the  reflection  of  the  child  un  1^ 
'    natnre  of  man  and  on  his  destination  in  the  world. 

"  The  l3.sb  course,"  saya  M.  Janet,  "  will  not  be  finished  without 
having  given  the  children  some  notions  of  what  we  call  theoretical 
morals,  —  that  is,  the  explanation  of  the  principles  of  morals,  the 
distinction  between  good  and  evil,  dntj  ai  distinct  from  peraoual 
interest,  conscience  and  the  moral  sense,  merit  and  demerit,  mond 
sanation  and  the  future  life  founded  on  the  justice  of  God." 

In  other  tenns,  the  teacher  lias  not  only  to  favor  the  par* 
ticular  dispositions  which  will  prepare  the  child  for  the. 
accomplishment  of  such  or  such  a  duty  ;  but  he  ought  to  aim 
highei-  and  by  all  possible  means,  by  the  strict  application  of 
rules,  by  the  judicious  use  of  rewards  and  punishments,  by 
exhortatioDs  and  reprimands,  and  on  occasion  by  theoretical 
explanations,  he  will  do  his  best  to  develop  in  the  soul  of  his 
papil  that  which  is  the  basis  of  all  morals,  tiie  feeling  of 
personal  responsibility. 


I 
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444.  Civic  Instruction. — Recently  introduced  into  the  J 
programmes  of  primary  instruction,  civic  instruction  might  I 
in  a  sense  be  confounded  with  morals,  of  which  it  is  but  tha  1 
complement.  It  is  impossible,  in  fact,  to  become  a  citizen  i 
if  one  does  not  begin  by  being  a  man.  The  firmest  basis  oi  I 
the  civic  virtues  will  always  be  the  practice  of  the  individual|J 
and  social  virtues. 

It  is  with  reason,  however,  that  a  special  place  haa  1 
given  to  civic  inBtraction,  ^ere  it  ouly  to  bring  into  clea 
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view  its  iiuportauce  and  utility.  But  it  ia  not  proposed  tol 
give  merely  indirect  instruction  in  civica,  such  as  might! 
result  from  history,  geography,  etc.;  but  there  is  oppor-1 
tunity  to  give  direct  instruction  in  all  the  topicB  included  fl 
io  tiiis  expression  by  connecting  them  with  the  courses  in  ■ 
liistory  and  geograpliy. 

445,    Necessity  of  Civic  Is Stbuction.  —  It  is  not  enough 
to  say  that  instrucUon  in  civics  is  useful ;  the  truth  is  that  it  1 
ia  necessary.     It  is  especially  so  since  political  liberty,  that  I 
conquest  of  the  Republic  of  1848,  has  been  added  to  civil  f 
liberty,  that  contnieat  of  the  Revolution. 

In  a  country  which  governs  itself,  where  each  individual 
tiiraugh  his  vote  participates  freely  in  the  direction  of  public 
affairs,  why  permit  the  majority  of  citizens,  those  who 
attend  only  the  common  school,  to  remain  in  ignorance  of 
their  political  and  social  obligations? 

Yoii  require  thom  to  respect  and  love  the  Constitution,  and 
they  do  not  linow  the  Constitution  1 

You  require  them  to  exercise  their  rights  and  perform 
tbeir  duties,  and  they  are  ignorant  of  tbe  meaning  and  the 
scope  of  these  rights  and  duties  ! 

Citisens  who  boast  of  this  glorious  name  without  knowing  1 
what  obLgation  it  imposes  on  them ;  electora  who  vote  with- 
out knowing  tlie  importance  of  their  vote ;  tax-payera  who 
pay  taxes  without  comprehending  the  use  made  of  them ; 
inhabitauts  of  a  country  who  have  not  been  taught  to  love 
her ;  ^  such  are  necessarily  the  members  of  a  people  who  . 
have  lacked  inatruption  in  civics. 

Doubtless  tbe  newspapers  repair  this  ignorance  in  part, 
but  there  ia  no  regularity  and  system  in  the  teaching  of  t 
press ;  it  is  subject  to  a  thousand  hazards.     Moreover, 
the  newspapers  are  not  what  they  should  be  ;  and,  finally,  tl 
'  newspaper  often  comes  too  late  to  V 
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dices  which  have  been  left  to  take  root  in  the  soul  of  t 
child  Hud  the  yuung  man. 

A  dietinguished  writer,  Vitet,  said  a  f ew yeai's ago,  "Lots 
of  country  is  not  taught  in  France."  IF  this  asserdou  is 
true,  it  15  iuiportaat  that  it  cease  to  be  bo,  and  that  the  chil- 
dren of  France  learn  to  love  not  only  their  country,  but  alao 
the  institutions  of  their  country. 

"Without  civic  aud  political  education,"  wrote  Festalozzi,  "the  J 
soversign  jieople  is  a  aliild  plas'iiig  with  fire  at  the  risk  eadil 
moment  of  burning  down  the  house." 

In  1877  M.  GrL-anl  demanded  the  intrwiuction  into  Frenc 
schools  of  what  abroad  lias  long  been  called  civic  instr 
tioD. 

"  What  good  Bense  demands,"  he  said,  "  is  that  to  the  teapeoii 
for  the  national  traditions  which  is  the  basis  of  enlightened  pativi' 
otifim,  there  be  joined  in  the  miiida  of  children  who  have  reached, 
the  age  of  reason,  a  knowledge  of  the  general  laws  in  comnion  usa 
in  tlieir  country.  What  our  pupils  know  the  least,  is  that  whioh- 
for  themselves  and  for  everyl>ody  they  should  have  the  roost 
tereat  in  knowing.  It  is  surely  not  without  nse  for  them  to  hava] 
an  idea  of  the  capitularies  of  Charlemagne ;  but  how  much  more 
important  it  is  that  they  shall  not  be  left  in  ignorance  of  the  prin- 
ciplea  of  the  social  organization  in  the  midst  of  which  they  are 
called  to  fulfill  their  duties  as  citizens!  Doubtleea  the  child 
should  not  be  an  iibsolute  stranger  to  the  regime  of  our  ancient 
provinces ;  but  h  it  not  still  more  indispensable  that  he  have  aa, 
exact  notion  of  all  that  actually  constitutes  the  organic  life  of 
commune,  of  a  department,  of  the  state  1  How  many  pupils  theiS' 
are  who  might  esplain  in  a  fashion  what  in  their  day  the  Mayors 
of  the  Palace  were,  who  would  be  greatly  embarrassed  to  define 
the  function  and  the  prerogatives  of  the  mayor  of  their  arrondisse- 
ment  or  of  their  yillagel  And  if  these  notions  are  not  taught 
them  at  school,  as  they  might  be,  and  as  they  are  in  all  the 
tries  ahont  us,  where  and  how  shall  they  be  learni 
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446.  Method  to  be  Pursued.  —  There  is  nothing  drier 
or  more  monotunoiis  tli»u  ii  course  of  instnictioii  in  civics, 
if  the  teacher  does  nothing  more  than  enumerate  to  the 
child  the  administrative  and  political  notions  of  whieli  it  ia 
composed.  But  it  is  easy,  if  one  takes  the  troable,  to  ani* 
mate  and  vivify  this  instruction  by  citing  examples,  by 
availing  one's  self  of  history,  and  above  all  by  aiming  to 
excite  without  cessation  national  ideas  and  to  enkindle  the 
flame  of  patriotism. 

The  purpose  of  civic  instructfon,  in  fact,  is  not  only  to 
introduce  into  the  mind  of  the  child  a  certain  amount  ot 
positive  knowledge;  but  it  is,  above  all,  to  cultivate  in  hia 
soul  at  an  early  hour  his  natural  inclination  to  love  his 
countiy  and  to  respect  her  laws. 

The  official  programme  indicates  the  course  to  be  pnr- 
Bued,  which  consists,  as  in  geography,  in  taking  the  com- 
mune as  the  starting-point,  .ind  thence  passing  progres- 
sively to  the  study  of  the  depai-tment  and  tlie  state.  Famil- 
iarized at  first  with  the  institutions  which  are,  so  to  apeak, 
within  hia  reach,  and  which  he  sees  in  operation  in  his  vil- 
lage, the  child  will  have  no  difficulty  in  rising  higher,  and 
will  be  wholly  prepared  to  conceive  the  more  complicated 
play  of  the  government  itself.  But  all  this  ou  the  condition 
that  the  teacher  knows  how  to  avoid  dryness,  that  he  does 
not  multiply  useless  details,  that  he  excites  the  child's  curi- 
osity, that  he  appeals  to  his  patriotic  feelings,  that  he 
always  shows  him  what  advantage  he  will  derive  in  life 
from  the  knowledge  which  he  acquires  at  scliool,  and  ho* 
much  he  needs  to  know  all  that  can  be  taught  him  on  this 
point,  in  order  to  fulfill  later  his  duties  as  a  citizen  and  to  ; 
exercise  a  citizen's  rights.  I 

417.   Civir  Instkuction  and  History. 
teaches  us  the  past  of  our  country, 
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iDstruction,  which  makes  known  to  us  itti  present  statet  i^ 
actual  organization,  is  qitite  another.  However,  we  must 
never  separate  "to-day"  and  "formerly";  and  civic  in- 
stniction  will  nut  be  fruitful  unless  it  is  ever  stimulating  i 
comparison  between  contemporary  institutions  and  ancient  i 
institutions. 

Of  course  a  large  spu'it  of  toleration,  and  even  of  respect^J 
should  animate  the  instructor  in  the  comparisons  which,  h 
will  have  to  make  between  the  past  and   the  present.     lafl 
praising  the  actual  state  of  affairs,  he  should  have  a  fearfl 
lest  he  unduly  unden-alue  and  misrepreaeut  what  uow  is  n 
more.     This  has  been  eloquently  said  by  Jules  Ferry : 

"  I  do  not  like  to  have  it  said  to  children,  '  There  is  nothing  bat 
contemporary  history.'  Ah  1  it  was  doubtless  a  happy  thought 
and  a  real  step  in  advance  to  introduce  contemporary  history  into 
the  programmes  of  our  elementary  instruction ;  tmt  let  us  be  on 
OUT  guard  against  an  opposite  extreme.  Do  not  think  it  wise  to 
say  to  youtli,  '  Back  of  1789,  back  of  that  brilliant  and  renovating 
date,  there  is  nothing,  nothing  but  sadness,  nothing  but  misery, 
nothing  but  shame.'  In  the  first  place  this  is  not  true,  and  then. 
Buoh  talk  is  not  wholesome  for  youth." ' 

448.  Crvit!  Ikstrcction  ani>  Politics.  —  By  reason  of  it» 
relations  with  politics,  civic  instrnction  falls  upon  rockS' 
where  it  is  easy  to  make  shipwreck.  The  instructor  should 
be  on  bis  guard  against  making  of  his  pupils  little  journal- 
ists and  embryo  politicians,  without  forgetting,  however, 
what  he  owes  his  country  and  the  respect  which  is  due  to 
the  established  goverument. 

As  some  one  has  said,  we  ought  not  to  carry  politics 
the  school,  "if  we  mean  by  politics  what  occurs  day  a(1 
day  in  the  Chambers,  who  is  the  Minister  to-day,  and 
will  be  the  Minister  to-moreow." 

1  Disamrs  au  S£w&,  &M.  V(^  Ju\q.,  18S2. 
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But  if  we  understand  bv  politics  a  knowledge  of  tbe  great 
principles  of  liberty,  of  equality,  and  of  fraternal  solidarity, 
■which  are  the  fouudition  of  modem  societies,  and  which  tbe 
3  of  the  Revohition  had  to  defend  iigaiust  the  laggards 
r  and  against  tbe  impatient ;  if  we  nnderstand  by  politics 
>  love  of  country  and  attachment  to  the  Republic,  we  say  ye8, 
band  believe  that  it  is  never  too  soon  to  incnlcate  the  idea  of 
kit,  and  that  this  sort  of  politics  is  fit  for  all  periods  of  life. 

The  law  of  March  22,  18S2,  pnt  moral  and  civic  instrnc- 
Jlion  auiODg  the  obligatory  topics  of  instruction  in  tbe  pri- 
l^mary  schools  for  boya  and  girls.  Hereafter  moral  and  civic 
pinstruction  wUI  take  among  tlie  required  studies,  between 
7  and  aritlimetic,  tbe  place  which  it  has  the  right  to 
' '  claim  as  a  valuable  instrument  for  popular  education  and  as 
I  a  branch  of  instruction  particularly  necessary  in  a  land  of 
[-  universal  suffrage,  in  a  great  democracy  which  it  wonld  be 
emancipate  if  it  were  not  at  tlie  same  time 
|j«nlighteued  as  to  its  rights  and  its  duties. 

Lir  Rights  in  tiie  Matter  of  Mohal  Education. 
I  — The  work  of  the  teacher  is  not  done  when  he  has  cnlti- 
I  vated  and  adorned  the  minds  of  his  pupils,  and  has  fur- 
I  nished  them  with  technical  knowledge  for  the  combats  of 
He  derives  from  his  title  as  teacher,  he  has  received 
"  fi-om  the  confidence  of  families,  a  still  iiigher  office.     By 

virtue  of  bis  ofHce  and  according  to  his  position,  he  is  the 

educator  of  the  rising  generation. 

It  would  certainly  be  easier,  supposing  this  were  possible, 

to  confine  himself  strictly  to  his  professional  duties,  to  be 
I  simply  a  teacher  of  French,  history,  or  mathematics ;  to  go 
I  no  deeper  than  the  surface  of  tbe  mind ;  not  to  touch  tha   i 
I  living  and  inner  reality  of  beliefs,  and  in  a  word,  as  some  < 
I  one  has  said,  "  to  be  nothing  but  a  sort  of  dancing-maater  i 
Uof  tbfl  iateUigeueer"  ■ 
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But  whether  he  will  or  not,  by  the  very  nature  o^wi 
duties,  by  his  ceaseleas  iiiflueoce  ou  the  eouts  of  the  cliil- 
dren  conlid(.il  tu  biti  care,  the  teacher  necesi^arilv  assumes 
a  higher  responsihility.  He  intenenes  not  only  through 
direct  moral  lessons,  but  through  the  spirit  which  pro- 
ceeds from  all  his  iiistructJOD,  aad  still  more  through  bis 
ezaniple.  iil  the  moral  training  of  his  pupils ;  and  I  do  not  | 
hesitate  to  aay  that  this  is  his  duty  and  bis  right. 

Yes,  we  boldly  claim  for  lay  teachers  the  title  of  educft'J 
tors  and  moralists.     In  order  to  perform  this  august  part,  i 
is  not  necessary  to  wear  the  robes  of  a  priest.     It  is  aiiBt 
cient  to  tie  a  man,  an  upright  man. 

By  what  right,  some  one  wOl  say,  do  you  teach  moralsS 
By  the  right  which  every  good  man  baa,  who  is  at  the  sai 
time  a  teacher,  to  communicate  to  his  pupils  that  which  |l 
his  most  precious  treasure,  — -  moral  tinith,  the  most  essentia^ 
and  most  important  of  alt     Do  1  need  to  say  that  this  tj 
if  it  is  the  most  noble,  is  also  the  most  delicate?     It 
cially  on  this  point  tliat  the  intentious  of  the  University  a 
misunderstood  and  its  work  suspected.     We  are  treated  a 
usurpers  and  as  the  enemies  of  religion ;  and,  in  the  laaJ 
gnage  of  certain  political  partisans,    "  the  common  schot 
became  a  godless  school  on  the  day  when  the  teaching  ( 
morals  was  officially  intnxhicod  into  it." 

We  should  have  deserved  these  reproaches  if  we  had  tai 
a  single  moment  forgotten  what  respect  and  regard  we  ( 
to  the  religious  consciousness  and  the  confessional  belief  ot% 
our  pupils  ;  but  it  must  be  evident  to  every  candid  man  tlutJ 
in  undertaking  to  teach  human  morals,  the  eternal  moral  lairjl 
we  do  not  purpose  in  any  way  to  trespass  on  the  rights  o 
pareuts  or  of  the  luinisters  of  religion.  Though  we  are  ti 
sincere  and  ardent  defenders  of  the  rights  of  modern  » 
ciety,  we  are  none  the  less  conscious  of  the  respect  which  f 
goverameat  worthy  of  the  a&me  owes  to  the  conscieiweB  j 
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religious  men.     What  is  more  woithy  of   our  respect  thi 
the  conscience  of  a  child,  a  nascent  and  as  yet  undeveiopeA* 
couscicnet;,  au  easy  prey  to  all  doctrines,  which  offers  itael 
to  our  instruction  with  the  iugeuuoua  docility  of  early 
and  which  would  bo  easily  allow  itself  to  be  fashioned 
mould  where  it  might  please  us  to  put  it?      But  this  c< 
science,  God  forbids  us  to  touch  it  and  to  take  it  in  hai 
not  only  because  this  child's  conscience  is  the  whole  fntui 
of  the  man  and  has  its  individual  rights,  but  also  becai 
back  of  it,  if  we  were  guilty  enough  to  wish  to  turn  it  obU 
fi-om  its  uatui-al  aspirations,  we  should  perceivi 
the  parents,  the  rights  of  the  family,  and  the  whole  inherit 
ance  of  traditional  beliefs. 

If  there  is  still  any  one  wiio  imagines  that  iu  giving  moral!' 
and  civic  instrnctiou  to  all  grades  of  public  education,  w&' 
have  desired  to  raise  altar  against  altar,  to  oppose  the 
teacher  to  the  priest  or  to  the  pastor,  to  establish  some  com- 
petition  between  the  manual  and  the  catechism,  that  we  have 
desired  by  the  side  of  each  temple  or  each  church  to  estab- 
lish a  school  of  irreligion  and  impiety,  so  tliat  the  child  on 
leaving  the  primai'y  school  passes  before  the  doors  of  the 
church  or  tlie  temple  with  the  spii-it  of  indifference  or  of 
scoGQug,  he  is  mistaken ;  and  we  protest  against  Uiese  impu- 
tations with  all  the  power  of  our  conacience  as  a  man,  i 
patriot,  and  a  republican. 

Our  only  thought  has  been  tbat,  at  a  time  when  we  aa 
concerned  with  what  is  of  vital  interest  to  a  great  nation,  — -■ 
I  mean  the  moralization  of  the  people,  — it  is  not  expecting 
too  much  of  the  good-will  and  devotion  of  all,  that  moral 
lessons  should  not  lose  all  theii'  efficacy  for  not  being 
clothed  with  an  ecclesiastical  chai-acter;  but  that  lay  teach- 
ers may  participate  in  this  instrnction.  And  when  we  have 
thus  assumed  our  part  of  the  common  task,  instead  of  curs- 
ing us  as  advei'saries,  perhaps  it  may  be  laoife 
tbaaks  as  co-laborers- 
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We  shall  not  lose  heart.  We  shall  continue  to  invite  all 
the  pupils  of  our  colleges  and  schools  to  the  neutral  ground 
of  instruction  in  morals,  where  we  attack  no  religion,  where 
we  preach  justice,  charity,  and  tolerance,  which  is  charity 
towards  ideas.  We  shall  continue  to  build  upon  these  solid 
foundations  the  human  city,  while  leaving  to  the  ministers 
of  religion  the  task  of  building  by  the  side  of  it  what  St. 
Augustine  called  the  City  of  God.^ 

1  The  public  school  system  of  France,  taken  collectively,  and 
including  all  the  grades  of  instruction,  is  known  as  the  "  University  of 
J  ranee,"  and  is  under  the  direction  of  the  Minister  of  Public  Instruc- 
tion. The  significance  of  paragraph  449  lies  in  the  fact  that  the 
schools  of  France  have  been  secularized,  —  that  is,  taken  wholly  from 
the  hands  of  ecclesiastics  and  administered  by  laymen.  The  church 
is  naturally  aggrieved  at  this,  claims  the  teaching  of  morals  as  one  of 
its  prerogatives,  and  pronounces  the  state  schools  godless.    (P.) 


CHAPTEE  IX. 

DRAWING.  —  MUSIC.  —  SINGING. 

450.  Drawing  in  the  Common  School.  —  Drawing  has 
long  been  considered  as  an  accomplishment,  as  a  fancy 
study  reserved  to  people  of  leisure  or  to  professional  artists. 
It  has  resulted  from  this  that  drawing  has  for  a  long  time 
been  omitted  from  the  programme  of  common  school  in- 
struction. But  it  has  now  gained  the  day.  For  several 
years  past  the  teaching  of  drawing  has  been  obligatory  in 
most  of  the  schools  of  Europe.  As  some  one  has  said, 
''  there  is  an  advent  of  drawing,  as  well  as  of  science,  in  edu- 
cation." It  is  acknowledged  on  all  sides  that  drawing  is 
not  only  an  elevated  recreation  and  a  preparation  for  an 
appreciation  of  the  beautiful,  but  it  is  also  the  prime  con- 
dition of  all  progress  in  the  different  branches  of  artistic 
industry. 

"  Without  drawing,  no  skillful  workmen,  no  good  superintend- 
ents of  manufactories,  no  progress  and  excellence  in  the  highest 
industries,  those  which  give  proof  of  civilization."  ^ 

"  The  advantages  which  can  be  derived  from  drawing,  through 
its  happy  applications  to  the  mechanic  arts,  are  infinitely  valuable. 
It  is  the  soul  of  several  branches  of  commerce ;  it  is  drawing 
which  gives  the  preference  to  the  industries  of  a  nation ;  it  in- 
creases the  value  of  crude  material  a  hundred-fold.  Cloths, 
jewelry,  trinkets,  porcelain,  carpets, — all  the  trades  relating  to 
the  arts  cannot  be  carried  on,  except  through  the  principles  of 
drawing.**  ^ 


1  See  the  article  Dessin  in  the  DicHonnaire  de  pedagogic. 

2  Bachelier,  IHacoura  sur  VvtUiUdea  ^coles  d^fnentairea^ 
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451.    Hi^TORicjLi. :  BoussEAu.  —  Rousseau  was  the  first  to 
'    France    to    recoiaiDend    Ibe    stuiis   of    drawing.  —  ilrawiog 
from  natare,  moreover,  with  the  iiit«Dtion  of  mtikiog  akillful 
workmen  rather  than  elegant  artists. 

"  We  could  not  learn  to  judge  correctly  of  the  width  and  height 
of  objects  except  by  leamiDg  to  know  also  their  shapes,  and  even 
to  copy  them  ;  for  at  bottom  thia  copying  is  absolutely  dependent 
on  the  laws  of  perspective ;  and  we  cauiiot  estimate  the  sixe  from 
these  appearances  except  we  have  some  perception  of  these  laws. 
Children,  who  are  great  imitators,  all  try  their  hand  at  drawing. 

I  I  would  have  my  child  cnltivate  this  art,  not  especially  for  the  art 

I  iteelf,  but  in  order  to  make  his  eye  true  and  bis  hand  dextrous ; 
1  iD  general  il  in  of  very  tittle  consequence  that  he  understand 

\  such  or  such  an  exercise,  provided  he  acquire  the  petapieacity  of 
se  and  the  correct  habit  of  body  that  are  generally  acquired 

1  Qirough  that  exercise.  I  would  be  very  loth,  therefore,  to  give 
him  a  drawing-master  wfio  should  give  hitn  only  vnilatiom  to  imitate, 
and  mko  should  mate  him  dram  only  after  drawingt ;   I  woidd  have 

I  him  have  no  teacher  but  nature,  and  no  other  models  but  objects. 

I  J  would  have  before  his  eyes  the  very  original,  and  not  the  paper 
which  repi'esents  it ;  and  I  would  have  him  sketch  a  house  frosi  a 

I  Iioiise,  a  tree  from  a  tree,  a  man  from  a  man,  in  order  that  he  may 
accuHtom  himself  to  observe  bodies  and  their  apitearances  coi^ 
rectly,  and  not  to  accept  false  and  conventional  imitations  for  real 
imitations.  I  would  even  discourage  him  from  tracing  anything 
from  memory,  in  the  absence  of  objects,  until  by  frequent  obser- 
vations their  exact  shapes  are  firmly  impressed  on  his  imagina- 
tion; tor  fear  that  by  substituting  odd  and  fantastic  figures  for 
the  actual  things,  ha  lose  all  knowledge  of  proportion  and  a  taste 
(or  the  beauties  of  nature. 

"I  very  well  know  that  in  this  way  he  will  scrawl  for  a  long 
time  without  making  anything  that  is  recogniEable,  and  that  be 
■win  be  late  in  acquiriiig  elegance  of  contour  and  the  light  touch 
of  draftsmen,  and  perhaps  never  the  appreciation  of  picturesque 
effects  and  fine  taste  in  drawing;  but  on  the  other  hand  he  will 
certainly  acquire  a  truer  vision,  a  steadier  hand,  a.  knowledge  of 
\ibe  real  aindlaiiHea  of  size  and  a\vai^  e.\aoD{;  animals,  plants,  and 


natural  bodies,  and  a.  more  ready  acquaintance  with  the  ehifhtngf 

of  perspeative."  • 

Bousseau  is  wrong  in  absolutely  proscribing  tlie  imitation 
of  artificial  models.  Another  error  is  that  he  very  aharply 
separates  drawing  from  geometi'y.  "Geometry,"  he  aaySf 
"  is  for  our  pupib  but  the  art  of  making  a  good  use  of  Qie 
rule  and  compass ;  and  it  must  not  be  confounded  witb 
drawing,  whicb  will  employ  neither  of  these  instruments." 

452.  PEaxALOzzi  and  Fboebel.  —  After  Rousseau,  Pesta- 
lozzi  and  Froebel  are  the  ones  who  hare  done  the  most  to 
popularize  elementary  instruction  in  di'awing. 

For  Pestalozzi,  geometrical  forms  constitute  the  very 
essence  of  drawing.  The  pupil  will  first  draw  straight 
lines,  squares,  triangles,  and  arcs  of  the  circle.  Later, 
when  the  lesthetic  element  of  form  is  separated  from  the 
purely  mathematical  element,  and  tlie  pupil  has  gained  S. 
clear  consciousness  of  it,  exercises  in  linear  drawing  will  be- 
followed  by  lessons  iu  perspective  and  in  artistic  drawing, 

The  drawing  of  lines  is  but  a  preparation  for  the  drawing, 
of  objects. 

"It  is  not  linea,"  he  sajB,  "that  nature  giTes  the  child;  shft 
gives  him  only  objects;  and  we  should  give  him  lines  only  to  aicl 
him  in  seeing  objti-ta  correctly,  and  we  should  guard  against 
removing  the  objects  from  him  and  making  him  see  only  lines." 

Pestalozzi  did  hardly  more  than  lay  down  principles ; 
Froebel  has  applieil  them.  Like  Pestalozzi,  he  takes  geo- 
metrical figures  as  the  starting-point. 

"  From  the  start  the  child  has  before  him  a  table  divided  into 
squares,  and  tlien  a,  slats  divided  into  squares.  Balls,  cubes,  thin 
strips  of  wood,  taken  in  turn,  familiarine  him  with   geometrical 
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iortaa;  yams  and  strips  of  paper  drill  him  in   diBtingiuBhliig  I 

tolora.  What  he  has  seen  he  will  naturally  reproduce.  For 
guiding  bis  first  attempts  it  suffices  to  make  him  begin  with 
dementary  £onns.  Me  commences  by  seeing  concrete  and  tan- 
gible lines,  Eo  to  speak,  represented  fay  sticks ;  at  first  he  haa  only 
to  lay  down  and  arrange  in  ditferent  ways  the  laths  or  tlie'cubes 
in  order  to  obtain  regular  figm'es.  Very"  soon,  by  weaving  the 
strips  of  paper,  he  himseU  produces  mosaics  in  little  squares  of 
MTeral  colors.  Finally,  when  he  takes  the  pencil  iu  hand,  it  is 
BHiBy  for  him  to  represent  on  the  slate  or  on  paper  the  combina- 
tions which  he  has  produced  with  these  sticks,  cubes,  and  strips- 
of  paper,  and  by  means  of  the  incitements  of  analogy  and  the 
help  of  the  squares  which  guide  him  without  restraining  him,  ajid 
by  means  of  the  growing  instinct  of  harmony  and  symmetry 
which  kindergarten  training  niarveloualy  develops,  he  cannot 
restrict  himself  to  imitatuig,  hut  he  invents  almost  at  once  new 
oombinations  of  lines  wiiose  regular  ari'angement  delights  him  and 
gives  him  ceaseless  encouragement  to  new  efforts. "^ 

453.  Definition  op  Terms.  —  Usage  has  Banctioned  cer- 
tain expi-easiona,  according  to  which  drawing  would  com- 
prise different  varieties  which  are  wholly  distinct,  such  as 
linear,  geometrical,  ornamental,  artistic,  or  imitative  draw- 

Liaear  drawing  is  iu  truth  nothing  but  geometrical 
drawing,  —  that  is,  drawing  which  is  more  speeiaUy  applied 
to  the  represeotation  of  objects  geometrically  defined.  Or- 
namental drawing  is  but  a  development  of  geometrical  draw- 
Finally,  artistic  or  imitative  drawing  is  generally 
applied  to  the  representadoa  of  the  haman  %ure. 

454,  AcTuAi,  pR0QRA»ME3. — The  teaching  of  drawing 

waa  not  made  obligatory  in  the  common  schools  of  France 
till  1882.     The  decree  of  July  27,  1882,  requires  that  the'    , 
teaching  of  drawing,  begun  with  very  short  lessons  iu  the 
elementary  course,  "  shall  occupy  in  the  two  other  courHea 
t  two  or  three  lessons  eacli  we«k." 

^  JK.  Buisson,  KappoTt  sur  t'exp^)ait«m  Oe  Viwue.-e-'tn. 
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The  programme  indicates,  as  matter  for  the  elementary 
course,  the  tracing  of  lines  and  the  first  principles  of  orna- 
mental drawing. 

For  the  intermediate  couiae,  free-hand  drawing,  ordinary 
geometrical  curvea,  and  curves  borrowed  from  the  vegetable 
world  i  copying  from  easts  repreaentiug  oriiaiuents,  and  the 
first  notion  of  geometrical  drawing  as  related  to  the  dimen- 
sions, form,  and  position  of  the  parts  of  an  object ;  finally, 
geometrical  drawing  with  the  nee  of  the  rule,  the  compass, 
the  square,  and  the  protractor.  In  this  part  of  the  conrse 
the  effort  will  be  limited  to  making  pupila  understand  the 
use  of  those  instruments  which  they  are  to  handle  io  the 
higher  course. 

For  the  higher  course,  elementary  notions  on  the  orders, 
of  architecture  and  the  drawing  of  the  human  head  are 
added  to  the  free-hand  drawing.  As  to  geometrical  draw- 
ing, the  traces  hitherto  executed  on  the  board  will  uow  be 
made  on  paper  with  the  aid  of  instruments.  The  principlee 
of  tinting  are  given,  and  decorative  drawings  are  executed 
in  china  ink  and  color. 

4-55,  At  what  Age  should  Instkcction  in  Drawtss 
Begin? — When  the  child  writes  rwpidly  and  well,  said. 
Locke,  I  think  that  it  is  proper,  not  only  to  continue  to 
exercise  his  Lands  by  writing,  but  even  to  give  extensioE 
te  his  skill  by  teaching  him  to  draw.  In  fact,  there  are 
striking  similarities  between  writing  and  drawing,  and 
these  two  exercises  may  and  should  lend  one  another 
mutual  support.  So  in  imitation  of  Froebel  we  cannot 
too  much  encourage  the  teaching  of  drawing  even  in  the 
infant  school. 

"Nothing  uould  be  better  adapted  to  a  little  child  than  drawing, 
which  occQpiefl  his  eyea  and  his  hand,  and  compels  him,  by  tha 
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him  to  it,  to  observe  attentively,  to  compare,  and  to  combine.  We 
intentionally  underscore  this  last  word,  because  it  correctly  indi- 
cates the  superiority  of  drawing  over  the  other  exercises  in  obser- 
vation, where  the  child  looks  without  having  to  reproduce  what 
he  sees.  In  the  most  modest  attempts  at  drawing,  there  is  an 
element  of  creation,  an  active  personal  part  which  constitutes  one 
of  the  greatest  attractions  of  this  kind  of  work.  With  the  pencil 
in  hand,  the  child  invents  even  more  than  he  copies."  ^ 

456.  Children's  Taste  for  Drawing.  —  All  the  ob- 
servers of  human  nature,  and  notably  Mr.  Spencer,  have 
observed  the  child's  taste  for  drawing. 

"  The  spreading  recognition  of  drawing  as  an  element  of 
education  is  one  amongst  many  signs  of  the  more  rational 
views  on  mental  culture  now  beginning  to  prevail.  Once  more 
it  may  be  remarked  that  teachers  are  at  length  adopting  the 
course  which  nature  has  for  ages  been  pressing  upon  their 
notice.  The  spontaneous  efforts  made  by  children  to  represent 
men,  houses,  trees,  and  animals  around  them, — on  a  slate,  if 
they  can  get  nothing  better,  or  with  lead-pencil  or  paper,  if 
they  can  beg  theni,  —  are  familiar  to  all.  To  be  shown 
through  a  picture-book  is  one  of  their  highest  gratifications; 
and  as  usual  their  strong  imitative  tendency  presently  generates 
in  them  the  ambition  to  make  pictm*es  themselves  also.  This 
attempt  to  depict  the  striking  things  they  see  is  a  farther 
instinctive  exercise  of  the  perceptions,  —  a  means  whereby  still 
greater  accuracy  and  completeness  of  observation  is  induced. 
And,  alike  by  seeking  to  interest  us  in  their  discoveries  of 
the  sensible  properties  of  things,  and  by  their  endeavors  to 
draw,  they  solicit  from  us  just  that  kind  of  culture  which 
they  most  need."  ^ 

457.  Taste  for  Coloring. — Mr.  Spencer  has  also  ob- 
served that  the  process  of  representation  which  most  charms 
and  attracts  the  child  is  coloring. 

^  Mile.  Chalamet,  L'/Jcole  materueWe,  p.  135. 
^  Spencer,  op,  cit.,  p.  140. 


"Paper  and  pencil  are  good,  iu  default  of  aometiimg  better; 
but  a  box  of  paiuta  and  a  brush,  — these  are  the  .treasures.  The 
drawing  of  outlines  iinniediately  becomes  secondary  to  coloring." 

But  is  it  poasible  to  introduce  the  uae  of  colors  into  the 
comiQon  school?  The  programme  ftdmita  of  it  in  a  certain 
measure,  since  it  is  preserilied  for  the  iufsint  clasBes  in  the 
following  terms : 

"Combination  of  Hnea.  Representation  of  these  combinations 
on  alate  and  paper  with  an  ordinary  pencil,  or  by  tracing  in  color." 

Also  in  the  higher  course  of  the  common  school,  the  pro- 
gramme, as  we  have  seen,  recommends  exercises  in  tinting 
with  china  ink  and  in  color. 

458.  Two  Different  Methods.  — It  ia  none  the  less  ti'ua 
that  the  most  important  thing  in  drawing  is  the  line  and  its 
combinations,  and  not  color  and  its  shades. 

What  method  shall  be  followed  to  familiarize  the  child,  as 
surely  and  as  rapidly  as  possible,  with  the  study  of  lines  ? 
Two  systems  ai'e  before  us,  —  on  the  one  hand,  that  which  I 
would  not  have  geometry  made  the  basis  of  instruction  in  J 
drawing,  which  asserts  that  the  human  form,  as  being  that  I 
whiuli  is  moat  pei'fect  and  most  barmouioua  in  its  propor- 
tions, should  serve  as  the  point  of  departure  in  drawing; 
on  the  other  hand  the  classical  method,  which  proceeds  1<^- 
ically,  analytically  so  to  speak,  and  which,  before  presenting 
wholes  for  the  iuiitation  of  the  child,  drills  him  in  reproduc- 
ing the  elements  of  every  figiu-e  and  of  every  form,  — that  > 
is,  the  lines  in  their  different  combinations.  I 

459.  Mr,  Spekcer'b  Opinion. —  Mr.  Spencer  vigorously  i 
condemns  the  method  which  consists  'Mn  making  straight  J 
lines  and  curved  lines  and  compound  liues,  witii  which  it  is  I 
the  fashion  of  some  teachers  to  begin,"  This  ia.  he  says,  J 
to  renew  in  tiie  teaching  of  dcawmg  ^la  sj^iia^^^^fl 
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have  beeu  abaDiloned  in  the  teachiug  of  languages;    it  ia^ 
again  placing  the  alisiract  before  llie  concrete. 

It  IB  dilliL-ult  tu  prove,  liowever.  tliat  lines,  even  tboagh  I 
they  are  but  the  elements  of  real  forms,  conetitnte  anvtUing  I 
abstract.     This  is  its  though,  in  the  teaching  of  reading,  we 
should  foi-bid  the  ehild  to  leuru  the  letters  which  are 
elements  of  words.     It  seems  to  lis  that  it  is  best  to  place  I 
at  the  beginning  of  the  studies  in  drawing  the  tracing  of  I 
lines,  their  division  into  equal  parts,  and  the  estimation  of  * 
the  relation  of  lines  to  one  another.     This,  accortliog  to  Mr. 
Spencer's  expression,  is  a  "grammar,"  or  rather  an  alpha- 
bet, of   forms,  which  must   necessarily  be   learned   before 
going  farther, 

Mr.  Spencer's  opinion  is  also  that  wliiuh  is  advocated  ia    I 
France  by  M.  Ravaisson.  I 

"In  its  roost  elementary  processes,"  he  says,  "to  which  all 
others     to  ay    be    reduced,    drawing     reposes    on     a    judgment 
of   a     special    nature,  eutirely    different    from     that    jadgrnent 
which  is    employed    in    mathematics.  .  .  .  The  tiest  means  of 
drawing  any  ohjeet  whatever  will  tlien  be  to  study  the  ohjecto 
in  which  are  found  in  tlie  highest  degree  those  qualities  which 
conatitute  their   harmony    and    beauty,   in   such    a   way   ai 
appropriate,  at  least  as  much  as  one  is  capable  of  doing  and  a»  J 
his  time  will  permit,  the  spirit  which  characterizes  them.    Thia<  1 
will  be  to  study   the  complete  types  of  the  highest  perfection  1 
which  nature  presents  to  us.      Even  for  him  who  will    have,  i: 
the  practice  of  the  trade  to  which  he  devotes  himself,  only  to  1 
execute  the  more  modest  task  of  imitation,  the  best  method  for  1 
succeeding  as  promptly  as  possible  iu  fulfilling  his  duties  properly  1 
will  then  be  the  one  which  all  teachers  have  always  prescribed^! 
and  which  consists  in  studying  for  a  long  time,  and  as  long  a*V 
one  is  able,  the  types    in   which  is  exhibited  the  unity  whiohl 
impresses  on   forms  their  character,  and  especially  the  higheC'fl 
unity  In  which  beauty  resides."  ' 
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The  method  proposed  by  M.  Ravaisaon  is  undoubtedly 
the  most  favorable  for  the  development  of  the  leathetic  fac- 
ulties and  of  the  sentiment  of  the  beautiful.  It  is  the  one 
perhaps  which  we  would  recommend  if  it  were  proposed  in  a. 
commoa  school  to  ti-ain  urtista ;  bat  in  the  bumble  sphere  in 
which  the  deatinies  of  elementary  iiisti'uction  are  placed,  it 
seems  to  us  more  rational  to  follow  tJie  other  method,  that 
which  is  based  on  the  solid  elements  borrowed  from  geomet- 
rical representations. 

460.  Classical  Opdoos. — This  method  haa  been  bril- 
liantly defended  by  M.  E.  Guillaume,'  and  it  is  impossible 
more  strongly  to  enforce  the  reasons  which  justify  the 
preference  wliich  we  have  given  it.  M'.  Guillaume  observes 
that  it  is  not  so  much  a  question  of  sentiment  as  of 
practical  habits,  and  that  drawing  ought  not  to  remain  in 
the  domain  of  uncertainties,  but  that  it  must  have  a  rational 

"From  the  fact  that  drawing  serves  as  a.  mode  of  expression 
in  the  fine  arts,  it  b  inferred  that  art  is  its  principal,  if  not  its 
unique  object,  and  that  in  the  teaching  of  drawing  it  ia  art 
tliat  shonld  be  principally  kept  in  view.  The  general  and  use- 
ful phase,  the  means  of  precision  which  it  borrows  from  science 
and  which  serve  as  a  necessary  support  even  to  the  concep- 
tions of  the  artist,  are  despised;  and  before  knowing  how  to 
draw  a  line  or  recognize  its  dii*ecttoii,  moral  expression  becomes 
the  theme.  In  a  trice  accuracy  is  sacrificed  to  sentiment.  Taste 
is  exalted  as  the  BU[ireme  rule,  and  the  fundamental  principles 
and  exercises,  without  which,  farther  on,  neither  inspiration  nor 
actual  works  can  be  produced  with  certainty,  are  treated  with 
disdain.  The  ideal  is  exalted  and  pupils  are  enamored  of 
(esthetic  theories,  before  being  inured  to  practice  and  becoming 
masters  of   the  laws  which  control  it.     Finally,   tlie  attention  is 
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the  ortUtic  vocations  which  are  the  ezo 
appeal  should  be  made  to  the  mass,  where  it  la  a  qoeetioD  of 
children  whose  Intelligence  is  developed  progressively,  and  most 
of  whom  are  destined  to  be  workniep.  la  there  not  a  dungei 
in  appealiug  to  the  initiative  and  independence  of  sentimenl 
when  the  only  proper  couree  is  to  give  direction  and  disciplinB 
to  minds?  However  little  a  child  may  follow  a  coarse  in  dra,wing, 
he  should  carry  away  from  it  definite  ide^is  and  practical  hal>< 
its  which  will  be  of  use  to  biin  dui'ing  bis  entire  life. 

M.  Guillaume  concludeB  that  in  practice,  as  in  theory,  it 
is  geometry'  that  is  the  basis  of  the  science  of  drawing,  and 
that  we  have  to  do  with  industrial  drawing  or  with  artistic 
~  drawing.  If  any  other  course  is  taken,  it  is  very  difficult 
to  arrive  at  exactness,  and  the  draftsman  will  run  a  great 
risk  of  always  remaiuing  in  indedaion  and  vagueness. 

But  this  rigorous  and  ecientific  method  does  not  exclude 
the  pursuits  of  the  beautiful  aod  the  education  of  the  es- 
thetic sense ;  only,  instead  of  being  the  point  of  departure, 
the  human  figure  will  be  the  coronation  of  the  studies  in 
drawing.  In  the  higher  course,  the  copying  of  figures  after 
the  antique  will  exercise  the  taste. 

"From  these  admirable  Bpecimens  of  an  art  which  bos  nevepj 
been    surpassed,   the    pupil   will    develop   the    artistic   facultiea;] 
which  may  exist  within   him.    Trained  from  the  first  to  draW' 
ing  with  exactness  and  precision,  he  will   uever  remain  powatyj 
less  to  translate  the  delicate  or  strong  worts  which  have  beeK 
transmitted  to  us  by  tlie  most  brilliant  epochs  of  art." 

461,  Paeticular  Advice. — It  would  require  too  tnncb.4 
time  to  enter  into  a  detail  of  the  school  usages  which  are! 
beat  adapted  to  the  teaching  of  cb-awing, 
merely  a  few  essential  points. 

I,    .So  far  as  possible,  the  Brst  models  ought  to  be  rei 
objects.      Tile  prograniwe  o!  tba  maternal  schools  righd^ 
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places  by  the  side  of  the  drawiogs  made  by  tbe.mistreBS) 
which  the  pupil  reproduces,  "the  representation  of  the 
most  simple  objects  of  daily  use."  In  other  terms,  the 
pupil  ought  not  to  be  exclusively  restricted  to  the  study 
of  pure  geometrical  forms.  It  is  well  that  be  be  early 
exercised  in  reading  and  trauslating  the  forms  of  natural 
objects. 

II.  At  first  only  figures  of  two  dimeusious  —  that  is, 
planes — must  be  drawn.  Figures  in  relief  ought  to  be  re- 
served for  a  later  period. 

III.  Ornamental  drawing  ought  to  follow  geometrical 
drawing. 

rv.  Elementary  instniction  in  drawing,  even  when  we 
hiive  in  view  only  industrial  drawing,  ought  not  to  neglect 
the  human  form. 

V,  The  principles  of  industrial  drawing  ought  to  be 
taught  pari  pass^i  with  exercises  in  drawing.  "  The  ac- 
quisition of  technical  skill  by  the  band  is  hastened,  rather 
than  retarded,  by  the  study  of  these  piinciples." 

462.  Singing  in  the  Common  School.  —  The  teaching  of 
the  arts  proper  in  the  common  school  is  reduced  to  singing 
and  drawing.  But  drawing  is  especially  a  useful  ai't,  the 
study  of  which  prepares  the  ordinary  child  for  his  future 
vocation  as  a  laborer  or  an  artisan  ;  it  is  only  incidentally  an 
element  of  sesthetic  education.  It  tends  rather  to  develop 
manual  skill  than  to  cultivate  the  aentiraent  of  the  beautiful. 
On  the  contrary,  music  and  singing  have  not  the  same  prac* 
tical  utility.  They  have  been  introduced  into  the  common 
school  chiefly  as  measures  of  gratifying  the  feelings,  of  touch- 
lug  the  heart,  and  of  exciting  the  noblest  emotions  of  the 
soul.  Hence  the  particular  importance  of  singing,  which 
seems  to  involve  all  tJiat  cau  be  demanded  of  wsthetic  edu- 
cation in  the  common  school. 
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463.  Singing  in  the  Maternal  School. — On  this  sub- 
ject we  cannot  do  better  than  reproduce  the  very  judicious 
observations  of  Mile.  Chalamet. 

"Singing  has  always  had  a  place  in  our  infant  schools,  and 
with  justice.  It  may  render  important  service  in  the  education 
of  little  children.  It  brings  a  valuable  contribution  to  physical 
development  by  fortifying  the  lungs  and  giving  suppleness  to 
all  the  vocal  organs.  These  organs  are  less  liable  to  the  many 
and  grave  maladies  which  might  affect  them,  especially  in  early 
years,  if  they  have  been  subjected  to  regular  exercise.  By  this 
means  we  provide  for  the  education  of  the  ear;  we  cultivate 
and  refine  a  sense  which  plays  along  with  vision  a  pre-eminent 
part  in  the  intellectual  existence  of  the  child.  Finally,  singing 
exercises  over  the  mental  condition  of  children  an  influence 
which  makes  of  it  a  potent  instrument  of  education,  and  one 
of  the  surest  and  most  salutary  means  of  discipline  which  can 
be  employed.  Who  does  not  know  the  effect  produced  by  a  £iong 
introduced  at  the  right  moment  into  a  sleepy,  languid  class,  or 
it  may  be  into  one  agitated  and  disturbed?  Music  has  the  gift 
of  calming  children,  and  at  the  same  time  of  urging  them  to 
activity  by  an  agreeable  excitation.  The  child  loves  music. 
Singing  makes  him  happy,  and  is  for  him  a  natural  need, 
like  running  and  jumping.  Can  we  conceive  an  assembly  of 
little  children  where  there  is  no  singing?  This  would  be  as 
little  normal  and  as  funereal  as  a  garden  whose  plants  never 
saw  the  sun."  ^ 

Since  1882  singing  has  been  one  of  the  obligatory  topics 
of  common-school  instruction. 

"Lessons  in  singing,"  says  the  regulation,  "shall  occupy 
from  one  to  two  hours  a  week,  independently  of  the  exercises 
in  singing  which  will  take  place  every  day,  either  JLn  the  in- 
tervals between  classes  or  at  the  opening  or  close  of  school." 

464.  Moral  Influence  of  Music.  —  The  ancients  as- 


i  MJle.  Chalamet,  L'Ecole  materuette,  p.  256. 
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scribed  to  music  a  sovereign  influence  in  moral  education. 
A  well-educated  Athenian  must  know  how  to  sing,  and  the 
education  of  Themistocles,  who  had  not  this  accomplish- 
ment, was  thought  to  have  been  neglected.  Music  was 
regarded  as  the  best  means  of  habituating  citizens  to  order 
and  social  harmony.  '^  A  rule  of  music  cannot  be  touched," 
said  Plato,  "without  disturbing  the  foundations  of  the 
state.'*  It  is  to  the  same  effect  that  Napoleon  the  First 
said,  "A  piece  of  moral  music,  executed  by  the  hand  of  a 
master,  infallibly  touches  the  feelings,  and  has  much  more 
influence  than  a  good  book,  which  convinces  the  reason 
without  influencing  our  habits.** 

"From  the  intellectual  point  of  view,"  says  a  contemporary 
author,  M.  Dupaigne,  "the  result  of  music  is  to  elevate  the 
mind,  to  give  it  a  taste  for  the  beautiful,  of  which  it  is 
perhaps  the  most  sensible  example,  and  to  lead  from  a  taste 
for  the  beautiful  to  a  love  of  study  which  will  give  in  sev- 
eral other  ways  satisfaction  to  this  taste.  In  this  respect 
music  is  one  of  the  most  powerful  auxiliaries,  which  gains 
time  instead  of  losing  it,  because  it  prepares  the  way  for  the 
things  of  the  spirit,  for  things  delicate  and  exalted.  In  pri- 
mary instruction  it  is  music  which  first  represents  the  aesthetic 
phase  of  education,  so  necessary  to  be  mingled  with  the 
commonplaces  of  the  first  elements.  It  is  music  which,  bet- 
ter understood  and  more  easily  grasped  than  literary  beauty, 
more  easily  permits  children  to  feel  the  charm  and  emotion 
produced  by  what  they  have  known  to  be  well  said,  and  the 
delicious  satisfaction  of  having  had  their  part  in  the  pro- 
duction of  something  beautiful.  The  importance  of  such  im- 
pressions for  the  progress  of  a  child's  intelligence  is  not 
necessary  to  be  demonstrated  to  earnest  teachers;  but  we 
know  that  they  require  in  him  who  would  produce  them  at 
least  that  profound  sentiment  of  art  which  is  called  taste, 
and  that  they  necessarily  exclude  pretence  and  charlatanism. 

"From  the  moral  point  of  view,  the  effects  of  music  are 
not  less  valuable.    It  may  become  for  youn^  \ei«^'b  'Oaa.  ^asjRis* 
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powerful  preservative  against  the  dangers  of  other  p]ea 
but  on  the  couditious  of  &  careful  choice  in  selections,  and 
of  odniittiug  witiijn  the  school  only  the  works  of  a  pure 
and  exalted  sentiment,  and  of  not  fearing  to  appeal,  as  much 
AS  possible,  to   the  great   masters." 

466.  Mdsio  and  Discipline.  —  It  ie  uselesa  to  dwell  i 
the  part  that  music  may  play  in  school  disiiipliue.  Music  not  I 
only  makes  the  school  attructiye,  but  is  an  excellent  means  1 
for  regulating  the  movements  of  pupils  as  they  enter  and  \ 
leave  the  school-room,  and  of  introducing  order  and  jjarmony  1 
into  it ;  it  is,  moreover,  an  excellent  recreation,  which  gives  ] 
repose  from  serious  studios,  and  which  may,  during  the  prog- 
ress of  the  classes,  reanimate  the  activity  and  the  spirits  of  1 
the  pupils. 


466.    Choice  of  Pieces. — It  is    a   matter  of   complaint 

that  there  is  not  yet  a  good  selection  of  pieces  for  use  in  tlie 
common  schools  ;  and  yet  this  selection  is  a  matter  of  capital 
importance.     These  pieces  ought  to  be  simple,  entertaining, 
with  words  adapted  to  the  age  of  the  child,  —  old  melodies,  1 
patriotic  songs,  hymns  to  great  men. 

"Success  in  the  teaching  of  singing  depends,  in  great  part,  \ 
on  the  selection  of  pieces  wliich  are  given  children  to  sing. 
Their  first  exercises  in  language  had  been  but  the  expression  I 
of  their  own  ideas,  of  their  own  impi'essions.  ...  It  should  I 
ho  the  same  with  their  first  exercises  in  singing.  A  eoUee-  I 
tiou  uf  pieces,  simple  and  well  graded,  is  of  extreme  impor- 
tance  The  words  ought  also  to  be  as  similar  as  pos-  I 

Bible  to  the  very  language  of  children,  so  aa  to  be  perfectly  I 
clear    to    them ;    but    this    condition    does     not     exclude    real  ] 
poetry.     The   subjects   chosen   will    be    of    various    characters; 
they  will  vary  from  serious  to  gay." ' 

'  Bogei  de  Guimps,  Phiiosopliie  lie  I'Eiuaaiion. 
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467.  Methods  and  Processes.  —  The  first  thing  to  do  is 
to  train  the  ear  aud  the  voice.  The  ear  will  be  trained  by 
hearing  and  the  voice  by  singing. 

In  tbe  elementary  course,  as  in  the  intermediate  and  higher 
courses,  the  Bonga  will  be  learned  by  aadition. 

As  at  first  musical  theory  will  be  purposely  avoided,  it  ia 
merely  the  practical  which  is  of  importance. 

"  Singing,   like   speeuh,    is   a.   matter   of    imitation.  .  ,  ,   Tha 
song  must    be    grasped  simply    by    the    ear,  by  singing  it  to 
children,  aa    many    times    as    it    may    be    necessary   in   order 
that    the    better    endowed    among    them    may    retain   it   in 
manner  well-nigh  correct." 


ObTiouB  infirmities   i 


the    I 


'  of  hearing    are  due  i 


general  merely  to  the  lack  of  exercise. 

"There  ia  no  incurable  infirmity,"  says  M.  Dapaigne.  "It 
is  never  the  ear  unless  one  is  deaf,  but  it  is  exercise  which 
is  lacking," 

The  beginning  will   be  made,    then,    by    requiring   much 

practice  of  the  children.  When  they  have  succeeded  in  sing- 
ing in  unison,  —  that  is,  in  exactly  reproducing  the  sounds 
which  they  hear,  —  the  half  of  the  work  has  been  done. 
An  excellent  piece  of  advice  given  by  M.  Diipaigne  ia  to 
select  from  the  children  those  who  have  an  agreeable  and 
reliable  voice,  and  make  them  sing  alone  as  au  example  for 
the  others. 


468,  Intuition  in  Singino. — Peatalozzi  was  right  in 
tliinking  that  as  the  child  leama  to  apeak  before  knowing 
how  to  read,  he  ought  to  learn  to  sing  before  knowing  the 
conventional  signs  which  serve  for  writing  music.  The 
child  speaks  because  he  has  heard  speaking ;  so  he  will  ] 
sing  from  having  heai-d  singing, 
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469.  Musical  Theory.  — In  the  elementary  course,  musi- 
cal theory  will  be  limited  to  the  reading  of  notes.  In  the 
intermediate  and  higher  courses,  on  the  contrary,  the  study 
of  theory  proper  should  be  added  to  the  practical  exercises. 

But  care  should  be  taken  not  to  extend  the  study  of  theory 
too  far.  Teachers  should  spare  their  children  theoretical 
difficulties,  but  train  them  to  utter  sounds  distinctly,  to  control 
their  voice,  to  notice  shades  of  sound,  and  to  have  a  clear  and 
correct  enunciation. 

The  important  thing  is  that  the  child,  on  leaving  the  com- 
mon school,  shall  have  a  taste  for  singing,  and  that  his  musi- 
cal aptitudes  shall  be  so  developed  that  he  may  be  able,  when 
he  has  become  a  young  man,  to  become  a  member  of  a  choral 
society,  which  is  one  of  the  most  commendable  and  useful 
forms  of  popular  association.  By  this  means  the  study  of 
singing  will  have  co-operated  in  general  education ;  it  will 
have  contributed  to  turn  aside  souls  from  gross  pleasures 
and  material  enjoyments,  to  direct  them  towards  innocent 
and  elevated  pleasures. 


CHAPTER    X. 

THE    OTHER    EXERCISES    OF    THE    SCHOOL. 

470.  Manual  Labor  in  the  Common  School. — All  the 
studies,  all  the  school  exercises,  which  we  have  so  far  exam- 
ined are  connected  with  intellectual  and  moral  education, 
although  some  of  them  may  receive  an  immediate  practical 
application.  But  physical  education,  considered  either  as  the 
development  of  the  powers  of  the  body  or  as  an  apprentice- 
ship in  the  qualities  of  expertness,  agility,  manual  dexterity, 
promptness  and  sureness  in  the  movements  which  are  par- 
ticularly important  to  future  workmen,  —  physical  education 
also  demands  its  place  in  the  programme  of  the  common 
schools. 

Hence  the  importance  accorded  to  gymnastics  on  the  one 
hand,  and  to  manual  labor  proper  on  the  other. 

"  Gymnastics,"  says  the  order  of  July  27,  1882,  "  will  occupy 
each  day,  or  at  least  every  other  day,  one  recitation  hour  diu:- 
ing  the  course  of  the  afternoon." 

"For  the  boys,  as  well  as  the  girls,  two  or  three  hours  a 
week  will  be  devoted  to  manual  industries." 

What  we  have  said  in  the  first  part  of  this  work  (Chapter 
II.)  makes  it  unnecessary  for  us  to  dwell  on  the  utility  and 
the  nature  of  a  normal  course  of  instruction  in  gymnastics. 

471.  Importance  of  Manual  Labor.  —  "The  national 
school,  in  a  democracy  of  laborers  like  ours,  ought  to  be 
essentially  a  school  of  labor."  ^     It  is  a  question,  not  only  of 

^  Jules  Yexry.  "fis^ 
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developing  the  intellectual  and  nioi'iil  fncultlea  iind  of  giviiig 
a  general  education  which  no  one  in  any  occupation  can 
dispeuse  with,  but  of  preparing  workmen  for  the  shop  and  of 
training  the  manual  aptitudes.  Without  losing  anything  of 
ita  proper  character,  the  common  eelioo!  ought  to  be  in  part 
a  preparation  for  the  profeseional  sehool. 

The  time  is  no  more  when  manual  labor  was  considered  a 
low  occupation.  The  programme  of  moral  and  civic  in- 
etnietion,  ordered  by  the  higher  council  of  public  instruction, 
contains  an  article  with  this  title:  "Nobility  of  Manual 
Labor."  For  three  centuries  educators  like  Locke  and 
Rousseau  have  demanded  that  the  apprenticeship  to  a 
manual  industry  should  be  introduced  even  into  the  in- 
struction of  t)ie  middle  clasaca,  and  in  general  into  the  edu- 
cation of  all  men.  If  we  have  not  yet  reached  this  point, 
we  have  at  least  placed  manual  labor  in  the  prc^ramme 
of  the  common  school ;  and  this  is  surely  a  considerable 
step  in  advance. 

"Be  asanred,"  aajB  Jules  Ferry,  "that  when  the  plane  and 
the  file  shall  have  talceii,  by  the  side  of  the  compass,  the  map 
and  the  history,  the  same  place,  the  place  of  bouor,  and  eball 
have  been  the  object  of  a  rational  and  systematic  instruction, 
many  prejudices  will  have  disappeared,  many  oaste  distinetiona 
will  have  vanished.  Social  peace  will  appear  on  the  benches 
of  the  common  school,  and  concord  will  illumine  with  its 
radiant  day  the  future  of   French  society." 

M.  Greard  has  pithily  e^ipressed  the  same  thought. 

"  In  our  opinion  it  is  not  without  some  foundation  that  OOT 
common  school  studies  are  charged  with  being  too  classical,  ia 
the  sense  which  tradition  attaches  to  this  word.  With  respect 
to  history,  geography,  or  language,  we  are  pleased  with  the 
methods  which  befit  an  education  of  leisure.  ICverything  draws 
ibe  higher  classes  of  socieby  to  tiie  ^aA  t^ueetions  of  history 
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■iDd  philosophy  which  constitute  the  development  of  human 
civilization,  and  they  have  the  time  to  devote  themselves  to 
them.  But  such  is  not  the  condition  of  those  who  live  by  the 
labor  of  their  hands,  and  it  seems  that  we  do  not  aiifficiently 
consider  the  special  conditions  of  the  aid  which  it  ia  ttie 
object  of  the  common  school  to  assure  to  them,  and  which 
ought  to  be  as  the  intellectual  and  moral  viaticum  of  their 
whole  existence." 

Finally,  the  autJior  of  the  law  of  1881  on  primary  inatruc- 
tioo,  Paul  Bert,  said  to  the  same  effect : 

"There  is  no  need  that  any  one  should  misunderstand  c 
Tea!    thought.     We    do    not  demand   that  the  common  school  j 
become   a  professional    school ;    we    do    not    believe    that    one 
ought    to    come   from   it    either   a   locksmith    or  a  vina-dresaer. 
This    is    the    business  of  trade-schools  or  shops,  which  ought 
to    train     artisans,    while    the    school,   accomplishing  a   much 
more   general   work,  trains   men  and   citizens.     But    we   believe 
that   scientific   instruction   onght   not   to   rest  in   the  domain  of 
purs   theory,   but    that    practical    applicaliiona    to    the    different 
industries  ought  to  hold  a  large  place  in  it.     Now  it  seems 
to  na  necessary,  in   order  that    this  practical    instruction  may 
bear   all  its   fruits,  that   the   child   should  learn   to   handle  the 
principal  tools  hy  the  aid  of  which  man  is  made  the  master 
of    the   materials    which    are    furnished    him    hy    nature    and 
the    fundamental    industries,  —  wood,   the  metals,    leather,    etc 
In    this    innovation   wo    think  we  see  a  triple  advantage: — a  „ 
physical  advantage,  for  in  learning  to  use  the  plane,  the  saw, 
the   hammer,  the   child  will   complete   his  gymnastic  education) 
and    will    acquire  a  manual    dexterity    which    will    always  be 
useful   to   hiro,  whatever   he   may   afterwards  do,  and   will  hold 
him  in  readiness,  now   and   always,  for  all   apprenticeships;    an 
intellectual   advantage,  for  the  thousand  little  difficulties  which 
he   will   meet   with    will  accustom   him   to   observatior 
flection ;    a  social  adva:itage,  it  may  be  said,  for  after  having  i 
appreciated  by  his  own  experience  the  qualities  necessary  for  1 
tlgtiea    and   JBC  \itwagHia%  i 
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workman,  there  is  not  the  least  fear  that  if  fortime  lavon 
him,  to  whatever  position  he  may  afterwards  come,  lie  will  - 
iiespiae  those  of  hia  companions  who  always  work  with  their 
hands." 

472.  Manfai.  Isdustkies  is  Schools  for  Boys. — The 
orders  and  the  programme  of  1S82  bave  organized  mauual 
Itkbor  in  the  eommoo  schools  for  boys,  as  follows : 

"  For  the  manual  labor  of  boja  the  esercisea  are  divided 
into  two  groups :  One  comprises  the  different  exercises  in- 
tended in  a  general  way  to  limber  the  Augers  and  give  dex- 
terity, suppleness,  rapidity,  and  accuracy  of  movement;  the 
other  group  comprises  graduated  exercises  in  moulding, 
which  serve  as  a  complement  to  the  corresponding  study  of 
drawing,  and  particttlarly  of  industrial  drawing." 

Elbmbntary  Codbse.  ^-  Manual  exercises  intended  to  give 
manual  dexterity.  —  Cutting  of  card-hoard  iu  the  forms  of 
geometrical  solids.  —  Basket-work ;  Uidon  of  spliuts  of  dif- 
ferent colors.  —  Moulding:  Reproduction  of  geometrical  solida 
and  of  very  simple  objects." 

Intermediate  Coubbb.  —  Construction  of  objects  of  card- 
board covered  with  colored  drawings  and  with  colored  paper. 
—  Trinkets  of  wire:  lattice-work.  —  Combinations  of  wire 
and  wood :  Cages.  —  Moulding :  Simple  architectural  orna- 
ments.—  Notions  on  the  most  common  tools. 

Higher  Course.  —  Combined  exercises  of  drawing  and 
moulding;  rough  drafts  of  objects  to  be  executed,  and  con- 
struction of  these  objects  according  to  the  sketches,  or  cice 
versa. —  Study  of  the  principal  tools  employed  in  wood-work. 
Practical  graduated  exercises.  Planii>g  and  sawing  wood, 
simple  unions.  Boxes  nailed  or  put  together  without  nails. 
Wood-turning,  the  turning  of  very  simple  objects.  —  Study  of 
the  principal  tools  used  in  iron-work,  the  use  of  the  file, 
paring  or  finishing  of  rough  objects  from  the  forge  or  foundry." 

473.  Br  WHOM  the  Lessons  in  Manual  Industry  ouqbt 
TO  gg  oirss.  —  la  the  aotaaV  atoW  ot  affifciw^tha- 1 
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tary  lessons  in  manual  labor  in  tbG  commou  school  are 
giveo  by  the  teacher.  lu  the  higher  commou  schools  resort 
ia  moat  often  made  to  outside  workmen  who  bring  to  the 
school  the  co-operation  of  a  thorough  experience  in  the 
trade  which  they  have  practiced  ail  their  hfo.  The  ideal 
would  be,  however,  that  in  the  higher  common  school  the 
manual  labor,  like  the  school  exercisea,  should  be  intrusted 
to  the  teachers  themselves ;  and  this  ia  why  a  recent  order 
has  required  that  the  examination  for  a  higher  certificate 
should  include  an  obligatory  test  in  manual  labor. 

474.  Order  to  be  Followed. — Dming  the  first  years 
of  the  common  school,  tbe  child,  who  is  ignorant  of  every- 
thing, has  BO  many  things  to  learn  that  it  ia  only  with  dis- 
cretion that  we  must  impose  on  him  exercises  in  manual 
labor,  bat  in  the  higher  courses  we  should  become  more 
exacting. 

During  the  period  from  seven  to  ten  years  we  must  not 
require  a  great  display  of  physical  foree ;  the  child  must 
be  exercised  only  in  slight  tasks, which  develop  his  manual 
dexterity.  Drawing,  cutting,  mafeing  boxes  of  card-hoard, 
which  permit  him  to  obtain  objects  of  vaiions  forms  and 
colors,  will  call  into  play  at  the  same  time  his  inteUigence, 
his  attention,  and  hia  versatility.  To  these  taska  will  be 
added  the  making  of  little  pieces  of  basket-work  and  the 
construction  of  metallic  lattice-work,  making  necessary  the 
use  of  light  tools.  At  this  stage  the  purpose  should  be  to 
make  children  really  produce  objects  which  they  can  take 
home  and  exhibit  as  their  own  work.  Some  specimen* 
marked  with  the  name  of  each  child  will  be  left  at  school 
and  will  form  parta  of  the  school  museum. 

During  the  period  from  ten  to  twelve  years  the  children 
should  be  familiarized  with  most  of  the  tools  used  in  wood- 
work, aud  trained  to  use  the  lathe  anOi  \n,\t\B.\ft6.Xja  Xjnsi  Va^^" 
Jing  of  the  file.  ^^^Sj^^^H 
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During  the  whole  period  of  school  life  the  practloe  i 
moulding  will  eerve  to  promote  the  skill  and  the  deftnea^ 
of  the  hand. 

Of  course  this  profeBBionnl  education  ought  to  be  kepi 
within  wise  limits,  so  as  not  to  do  prejudice  to  the  ordinal 
studies.  The  school  ought  not  to  become  a  workshop ;  i 
ought  merely  to  prepare  for  the  different  manual  industries 
by  inspiring  the  taste  and  by  beginning  to  train  the  apta- 
tudea  which  they  require. 


475.    The  Tbacmisg    of  Ageicdltuke,  —  The   most  i 
our  common  schools  are  rural  schools.      The    majority  t 
the  children  who  attend  them  are  to  become  field-laborers ; " 
hence  the  particular  importance  of  lessons  in  agriculture. 

It  18  in  the  garden  of  the  school  that  these  lessons  ought 
at  first  to  be  given ;  later  they  will  be  contiaued  in  excur-« 
aions.  They  will  not  constitute,  at  least  during  the  firan~ 
years,  a  consecutive  and  didactic  course.  They  will  bearfl 
on  the  nature  of  the  soil',  upon  fertilLzei-s,  upon  the  ordi<f 
nary  farm  tools,  and  upon  the  different  vaiieties  of  fleld- 
labor. 

In  the  higher  course,  the  purpose  will  be  to  give  to  these' 
subjects  a  more  metboilical  character ;  and  uu  extension 
will  be  given  to  them  by  calling  the  attentiou  of  cliildreu 
to  domestic  animals  and  even  to  tlie  keeping  of  farm, 
accounts. 

There  will  be  added  to  these  general  notions  ez&ct  I 
formation    on    arboriculture    and    horticulture ;    upon 
principal  processes  for  the   multiplication   of   vegetables 
and  on  the  most  important  methods  of  grafting.     Outsidu 
of  the  special  lessons,  it   will  be    easy   for   an   attentivej 
teacher  to  give  to  his  instruction  a  rural  coloring  through 
the   choice   of   dictation    exercises,  problems,  and   reading 
leaaooa.      The   teaching  of  the  physical  and   the  natural 
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fe^ciences  is  particularly  adapted  to  this  purpose,  and  as 
I  ofteu  as  possible  there  i^hould  be  drawa  from  tliem  practical 
I  COBcluBions  which  pertain  to  rural  industry. 

■  476.    MiLTiABT  Dbill. — A  child  of  our  common  schools 

■Is  not  only  a  future  workman,  but  a  future  soldier.  The 
P«choo1  would  fall  short  of  its  mission,  which  is  to  prepuce 
f  toT  life,  for  complete  living,  if  it  did  not  devote  a  few  hours 
w  to  military  drill. 

■  "  "  The  moat  of    our    country    conscripts  reach    the  regiment 

■  awkward,  ungainly,  heayy  iu  body  and  sometimes  in  mhid, 
twjthout  carriage,  without  ever  haviiig  had  a  sword  in  hand, 
I  and  too  often  without  ever  having  fired  a  gun.  For  two 
f  years  they  must  witii  great  difficulty  be  taught  what  they 
I  might  have  learned  with  bo  much  pleasure  while  they  were 
fcohildren ;  and  it  is  very  fortunate  if  the  drudgery,  the  puu- 
Vishmenta,  and  the  dry  theory  do  uot  give  them  a  hatred  fur 
W  (he  military  vocation." ' 

Through  the  military  exercises  of  the  school  the  legislator 

will  be  permitted  to  shorten  the  period  of  actual  service  in 

the  regiment  without  compromising  the    national  strength. 

From  the  momeot  of  joining  the  regiment  we  shall   have, 

not  ungainly  conscripts,  but  young  men  already  brokeu  to 

military  tactics,  and  capable  of  handling  a  gun  and  of  using 

it.     By  this  means  also  we  shall  repair  in  part  the  military 

reputation  of  the  French  cation,  which  precisely,  because  it 

loves  peace,  and  wisiies  to  preserve  it,  ought  to  prepare  itself 

to  be,  in  the  <lay  of  danger,  a  people  of  citizen-soldiers. 

I      The  evolutions  of  these  school  battalions,  which  are  be- 

l-comiug   more  and    more  customary,    are  not,  then,  a  vain 

^  parade.      The  children,  who  take  great  pleasure  in  them,  are 

not  playing  soldier,  but  are  seriously  doing  a  serious  thing, 

>  Paul  Bert,  De  rBdxKaiMii  ovoiqii*,  | 
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a  useful  and  patriotic  tiling.     They  are  pre^iaiing  to  be  t 

defenders  of  the  country  and  of  ihe  Republic. 

477.   Dkii-l  m   Shooting.  —  The  official   programme  i 

right    in    requiring    not    only    drill    in    mai-cLing,    connte 
marciiing,  alignment,  etc.,  but  also  in  imposing  preparatoi^ 
drill  in  shooting  and  a  practical  studF  of  the  mechanism  o 
the  gun. 

Od  leaving  school,  and  during  the  interval  between  t 
thirteenth  and  tirenty-first  year,  the  child  should  become 
a  member  of  the  shooting  societies  which  are  established 
almost  everywhere  in  the  country,  and  which  are  called  to 
render  important  services.  But  this  cannot  be  unless  in  the 
school  itself  he  has  received  an  adequate  preparation.  But 
the  military  drill  ahonld  not  encroach  on  the  hours  devoted 
to  study;  and  the  order  of  1882  wisely  directs  that  the 
battalion  drill  shall  take  place  only  on  Thursday  and  Snnday, 
the  time  to  be  devoted  to  the  piirpose  to  be  determined  by 
the  military  instructor  in  concert  with  tlie  director  of  t 
school. 


478.  Other   Practical   Exercises.  —  It  is  not  only  t 
natural  and  physical  ecicnceB  which  lead  to  practical  apidij^ 
cations.     Geometry  also  leads  the    pupils  of  the  comm 
school  to  the  simpler  operation  of  sun-eying  and  levdingj.l 
and  arithmetic  conducts  them  to  an  apprenticeship  in  book- 
keeping. 

In  general,  a  practical  turn  must  be  given  to  each  branch 
of  study,  and  it  must  never  be  forgotten  that  instruction  ] 
an  apprenticeship  in  real  life. 

479.  Manual  Inddstries  in  Schools  for  Girls. - 
especially  in  the  manual  industries  that  the  distinctiou  of  thl 

sesea  onght  to  occasion  not\ceal>\e  differences  in  procedurq 
On  this  subject  the  progvammt  iA  "ifeS^i  B\iftaJi& a%  tvStfsm*-. 
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■'The  manual  labor  for  girls,  besides  the  work  in  cuttiBg  aiidfl 
suwing,  allows  a  certain  number  of  lessons,  cotiferencas,  andT 
exercises,  by  means  of  which  the  mistress  will  attempt,  not  to  I 
give  a  regular  course  in  domestic  economy,  but  to  inspiraj 
young  women,  through  a  great  number  of  practical  esamplestfl 
with  a  love  of  order;  to  make  them  acquire  the  substantial'! 
qualities  of  the  housewife;  and  to  put  them  on  guard  against  I 
frivolous  and  dangerous  inclination 8." 


480.  Needle-work.  — Even  in  the  nint«raal  school,  after  I 
having  been  initiated  into  the  little  kindergarteu  exercises  ■ 
(weaving,  folding,  plaiting),  the  little  girl  will  be  trained  | 
in  little  tasks  of  knitting. 

The  weaving  conaiats  in  doing  with  a  warp  and  woof  of  | 
paper  a  work  analogous  to  that  of  a  weaver. 

The  folding  consists  in  giving  different  forms  to  a  square  J 
piece  of  paper. 


481.  DoMBSTic  Sewing. — Doubtless  we  must  not  o 
look  the  exercises  in  embroidery,  tapestry,  lace-making,  fine  I 
sewing,  and  fancy  work,  which  are  carried  c 
number  ot  schools ;  but  what  is  even  more  important,  and  I 
what  should  be  encouraged  above  all  else,  is  work  of  current  I 
use,  simple,  ordinary  work,  which  gives  proof  of  a  wholly  I 
practical  purpose,  and  which  does  not  aim  at  passing  beyond  I 
the  requirements  of  ordinary  domestic  needs.  A  single  word  I 
is  ButBcient  to  characterize  what  the  sewing  in  the  common  I 
school  ought  to  be:  "Domestic  Sewing."  Official  inatruc-1 
tions  have  often  been  given  that  no  worit  in  sewing  shall  beS 
done  in  the  school  which  is  not  required  for  household  use  M 
in  particulai'. 

Let  us  add  that  it  is  less  important  ti 
duce   fine   pieces   of  work   at  once,    t 
%  condition  to  nse  her   fingerB  -with,  fl 
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future  work.  M.  Greard  thinks  that  some  entertaining 
reading  ought  to  take  place  while  the  pupils  are  devoting 
themselves  to  manual  labor.  He  demands  besides  that  we 
distinguish  the  labor  of  the  workshop,  which  employs 
children  rather  than  trains  them,  —  the  "workshop"  de- 
riving advantage  from  its  products,  and  the  products  being 
as  much  more  valuable  as  the  same  operations  are  always 
intrusted  to  the  same  hands  which  have  here  acquired  a 
marvelous  dexterity,  —  from  the  teaching  of  the  school, 
which  requires  all  its  pupils  to  pass  through  the  progressive 
series  of  all  the  useful  exercises. 

482.  Abuses  of  Manual  Labor.  —  For  our  part  we 
cannot  consent  to  quote  as  models  to  be  followed  the 
schools  where  the  teacher  has  her  pupils  do  work  in  sewing 
which  she  sells  at  the  ordinary  price,  and  then  divides  the 
proceeds  among  the  children.^  This  spirit  of  gain  and 
these  commercial  habits  are  not  in  keeping  in  a  school. 

From  this  point  of  view,  Madame  Pape-Carpantier  has 
vigorously  denounced  the  abuse  of  manual  labor  in  the  case 
of  children. 

"  No ;  the  child  cannot  fairly  become  a  producer,  —  that  is  to 
fiay,  have  something  to  dispose  of,  except  after  having  previ- 
ously acquired  all  that  he  needs  within  himself  and  for  him- 
self. Does  the  silk-worm  spin  before  having  been  nourished 
on  the  leaves  whence  she  draws  her  precious  web?  Must  not 
the  child,  like  the  earth,  be  cultivated  before  producing?  And 
what  can  a  child  produce  at  an  age  when  everything  in  him 
is  frail,  tender,  and  still  filled  with  maternal  milk?  I  have 
been  told  what  he  produces :  *  A  few  cents  a  day.'  A  few 
cents  I  Is  such  a  revenue  indispensable  ?  And  how  is  the 
child  made  to  produce  such  a  wretched  pittance?  By  making 
him  perform  the. function  of   a  low-priced   instrument;    by  con- 

i  See  M.  Vincent,  Cours  de  p^dagogie,'^.  ^TQ. 
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straining  his  young  turbulence  to  exercise  only  certain  muscles; 
to  execute  only  such  movements  as  he  will  have  to  repeat  every 
day  of  his  life;  by  developing  to  excess  in  him  the  force 
which  is  needed  by  his  trade,  to  the  detriment  of  those  which 
he  has  no  occasion  for ;  and  finally,  by  breaking  without  scruple, 
in  those  young  organizations,  that  equilibrium,  that  balance  of 
forces,  which  is  the  very  power  and  the  most  admirable  mani- 
festation of  God  in  the  universe." 

483.  Domestic  Economy.  —  Sewing  is  not  the  only  occu- 
pation of  the  household  now,  consequently  not  the  only  item 
in  the  school  apprenticeship  of  girls,  with  respect  to  manual 
labor.  Ideas  on  domestic  economy  in  general,  with  the 
practical  exercise  connected  with  them,  ought  also  to  form 
a  part  of  their  elementary  instruction. 

"  Why  is  not  the  common  school  which  receives  the  daughter 
of  the  laborer  practical  enough  to  descend  to  the  teaching,  appar- 
ently so  undignified,  but  so  fruitful  in  hygienic  and  even  in  moral 
results,  of  the  cost  of  alimentation  or  of  cooking,  if  we  must 
call  it  by  its  proper  name  ?  *' 

By  way  of  illustration,  here  is  the  programme  followed  in 
the  schools  of  Belgium,  for  instruction  in  domestic  economy : 

1.  Conditions  necessary  for  a  healthy  home.  Ventilation. 
Cleanliness. 

2.  Furniture   and   its  care. 

3.  Warming  and  lighting. 

4.  Washing.  The  use  of  soap  and  of  liquid  chlorides.  Re- 
moval of  grease. 

5.  Care  of  linen,  bed-clothing,  and  garments. 

6.  Practical  suggestions  as  to  alimentation,  quality  of  foods^ 
and  their  preservation. 

7.  Greneral  instruction  as  to  culinary  preparation. 

8.  Drinks. 

1  F.  Cadet 
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9.  Kitchen  closets. 

10.  Toilet  of  young  people. 

11.  Family  receipts  and  expenses. 

In  a  programme  so  extended  there  are  doubtless  some 
unnecessary  items ;  but  in  a  general  way,  instruction  in 
domestic  economy  ought  to  bear  on  these  different  subjects. 

484.  Conclusion. — We  have  now  reached  the  limit  of 
our  studies  on  the  different  parts  of  the  programme  for  the 
common  schools.  In  order  to  sum  up  their  general  spirit  we 
cannot  do  better  than  reproduce  in  this  place  one  or  two 
pages  from  M.  Greard. 

'<  If  such  is  the  aim  of  conmion-school  instruction,  it  is  evi- 
dent that  its  value  depends  mainly  upon  its  method,  and  the 
method  which  is  best  adapted  to  it  may  be  described  in  a  few 
words. 

"Shun  all  written  tasks  which  give  a  false  direction  to  in- 
struction on  the  pretense  of  raising  its  character,  such  as  com- 
plicated and  curious  specimens  of  penmanship,  inordinate 
transcripts  of  lectures,  written  tables  of  analyses  and  conjuga- 
tions, definitions  that  are  not  understood;  be  sparing  in  pre- 
cepts, but  multiply  examples ;  never  forget  that  the  best  book 
for  the  child  is  the  speaking  voice  of  the  teacher;  use  his 
memory,  so  supple  and  sure,  only  as  a  point  of  support,  and 
proceed  in  such  a  way  that  your  instruction  penetrate  to  his 
intelligence,  which  can  alone  preserve  its  fruitful  impress ;  lead 
the  pupil  from  the  simple  to  the  complex,  from  the  easy  to 
the  difficult,  from  the  application  to  the  principle;  conduct 
him  by  well-connected  questions  to  discover  what  you  wish  to 
show  him ;  habituate  him  to  reason,  make  him  discover,  make 
him  see ;  —  in  a  word,  keep  his  reason  incessantly  in  motion, 
his  intelligence  on  the  alert.  For  this  purpose  leave  nothing 
obscure   which  deserves  explanation,  push  demonstrations  even 

^  M.  Greard,  L'Instriiction  primaire  a  Paris  de  1872. 
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to  the  material  representation  of  things  whenever  it  i 
sible:  in  eocb  subject  disengage  from  the  confused  facta 
vhich  encumber  the  intelligence  the  characteristic  facts  and 
■the  simple  rules  which  illumine  it;  in  every  subject  wind 
Up  with  judiciona  applications,  useful  or  moral;  in  reading, 
■for  example,  draw  from  the  selection  read  all  the  instructive 
■explanations,  and  all  the  advice  hearing  on  conduct  which 
it  permits ;  in  grammar,  start  from  the  example  in  order  to 
reach  the  rule  divested  of  the  subtilties  of  grammatical 
scholastics;  choose  the  texts  for  written  dictation  exercises 
from  among  the  simplest  and  purest  selections  in  classical 
■works;  draw  the  subjects  of  oral  esercises,  not  from  col- 
lections constructed  at  pleasure  to  complicate  the  difBciilties 
of  language,  hut  from  matters  of  current  interest,  from  an 
incident  in  the  school,  from  the  lessons  of  the  day,  from 
passages  in  sacred  history,  in  the  history  of  France,  or  in 
B  recent  lesson  in  geography ;  invent  examples  before  the 
eyes  of  the  pupil  to  sharpen  his  attention ;  Jet  him  invent 
them  himself  and  always  record  them  on  the  blackboard ; 
reduce  all  arithmetical  operations  to  practical  exercises  bor- 
rowed from  the  usages  of  life ;  teach  geography  only  from 
the  map  by  gradually  extending  the  child's  horizon  from  the 
street  to  the  quarter,  from  the  quarter  to  the  commune,  to 
the  canton,  to  the  department,  to  France,  to  the  world ;  ani- 
mate the  topographical  description  of  places  by  picturing  the 
peculiarities  of  configuration  which  they  present,  by  explain-  ■ 
ing  tlie  natural  and  industrial  productions  which  are  peculiar  ' 
to  them,  and  by  recalling  the  events  which  rt 
them;  in  history  give  to  the  different  eiwicha  an  attention  cor- 
responding with  their  relative  importance,  and  traverse  the 
first  centuries  more  rapidly  in  order  to  dwell  on  those  which 
are  more  directly  related  to  us;  sacrifice  without  scruple 
details  of  pure  erudition  in  order  to  throw  into  reli'jf  the  ' 
broad  lines  of  national  development ;  look  for  the  sequel  of 
this  development,  less  in  the  succession  of  wars  than  i 
rational  concatenation  of  institutions,  in  the  progress  of  social 
ideas,  in  the  conquests  of  the  mind  which  are  the  true  cr 
of  CbiiBtisJi  civilisation;    place    befoie  tbft  (^V%S£%  « 
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men  and  things  through  paintings  which  enlarge  his  imagi- 
nation and  elevate  his  soul;  make  of  France  what  Pascal 
said  of  humanity,  a  grand  being  who  subsists  perpetually,  and 
by  this  means  give  the  child  an  idea  of  his  country,  of  the 
duties  which  she  imposes,  of  the  sacrifices  which  she  requires. 
Such  ought  to  be  the  spirit  of  the  lessons  of  the  schooL" 


CHAPTER  XL 

REWARDS   AND   PUNISHMENTS. 

485.  School  Discipline. — Discipline  is  that  part  of 
education  which,  on  the  one  hand,  immediately  assures  the 
industry  of  pupils  by  maintaining  good  order  in  the  school 
and  exciting  their  zeal,  and  which,  on  the  other  hand, 
working  for  a  more  remote  and  higher  purpose,  prevents  or 
represses  irregularities  of  conduct  and  tends  to  train  resolute 
wills  and  energetic  characters  capable  of  self-control.  It 
has  the  double  purpose  of  establishing  the  actual  government 
of  the  school  and  of  teaching  pupils  to  govern  themselves 
when  they  shall  have  left  the  school  and  escaped  the  tutelage 
of  their  masters. 

486.  Means  of  Discipline.  —  The  means  of  discipline  are 
as  various  as  the  instincts  of  human  nature.  Children  may 
be  led  bv  verv  different  mobiles,  which  are  connected  with 
three  or  four  principal  groups:  1.  The  personal  feelings, 
as  fear,  pleasure,  and  self-love ;  2.  The  affectionate  senti- 
ments, as  the  love  of  parents  and  affection  for  the  teacher ; 
3.  Reflective  interest,  such  as  the  fear  of  punishment  and 
the  hope  of  reward  ;  4.  The  idea  of  duty. 

To  tell  the  truth,  none  of  these  principles  ought  to  be  ex- 
cluded from  the  internal  government  of  schools.  It  would 
be  unwise  to  forego  the  precious  resources  which  each  of 
these  mobiles  furnishes  the  teacher  for  securing  silence, 
order,  and  attention,  for  encouraging  ardor  in  toil^  to^  ^<s^- 
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recting  the  faults  aud  developing  the  good  qualities  of  his 
pupils.  Doubtless  the  ideal  would  be  that  the  child,  con- 
scious of  his  interest  and  comprehending  his  duty,  should 
work  and  obey  through  a  disinterested  act  of  his  own  will ; 
but  the  nature  of  the  child  does  not  yield  to  this  pure 
regime  of  a  liberty  enlightened  and  truly  mistress  of  itself. 
Even  the  mature  man  is  not  always  capable  of  self -direction 
through  the  idea  of  right  alone  ;  he  needs  the  stimulants  of 
emulation,  the  solicitation  of  pleasures,  and  the  salutary 
fear  of  the  laws.  Then  do  not  require  of  the  child  an  effort 
which  surpasses  his  powers,  but  in  order  to  discipline  him, 
appeal  in  turn  to  the  different  inclinations  of  his  soul. 

Means  of  discipline  consist  precisely  in  acting  on  these  in- 
clinations ;  they  call  into  play  the  springs  of  activity.  The 
best  are  those  which  interest  the  greatest  number  of  feelings 
at  the  same  time,  and  which  are  supported  by  the  greatest 
number  of  ideas.  There  could  be  nothing  worse  than  a 
system  of  exclusive  discipline  which  tended  to  develop  but 
a  single  emotion,  as  fear,  or  self-love,  or  affection  itself. 

487.  Emulation. — Of  all  the  principles  of  action  which 
make  scholars  studious  and  classes  orderly,  there  is  none 
more  powerful  than  emulation.  It  is  to  emulation  that  is  due 
the  efficacy  of  rewards,  and  it  is  emulation  above  all  which 
animates  the  school  and  gives  it  the  spirit  of  industry.  As 
a  disciplinary  motive,  emulation  owes  its  superiority  mainly 
to  its  complex  character  and  to  the  multiplicity  of  the  feel- 
ings which  it  puts  in  train. 

488.  Definition  of  Emulation.  — Emulation,  like  all 
the  feelings  of  the  soul,  is  a  thing  difficult  to  define.  There 
enter  into  it  different  elements  which  disturb  its  simplicity, 
the  analysis  of  which  is  difficult.     Emulation  is  above  all  a 

personal  feeling  based  on  self-love.     It  might  be  defined 
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self-love  in  act,  wbich  ia  not  satisfied  with  the  advantages  it 
already  has,  but  wishes  to  acquire  Dew  ones.  By  its  nature  it 
reaembles  ambition  or  the  desire  for  glory ;  but  it  ia  an  ambi- 
tion which  has  reference  to  others,  which  ia  a  rival  with 
rrent  ambitions,  which  aspires  to  success,  not  for  the 
t  eaccess  itaelf,  but  for  the  purpose  of  surpassing  others. 

489.  The  Different  Elements  of  Emulation.  — 
Certain  educators  are  wrong  in  confounding  emulntion  with 
the  instinct  of  imitation.  Doubtless  tiie  emulous  man  the  mors 
often  imitates  his  rivals ;  but  often  he  also  wishes  to  do 
differently  from  them  for  the  purpose  of  doing  better.  We 
do  not  deny  that  imitation  plays  an  important  part  in 
emulation ;  but  it  does  not  constitute  the  basis  of  it,  and  is 
but  one  of  the  means  which  emulation  employs  to  reach  its 
ends. 

Although  composed  chiefly  of  aeU-love,  emulation  is  still 
not  a  desire  exclusively  personal  and  selfish.  When  it  is  what 
it  ought  to  be,  a  noble  and  spirited  sentiment,  there  is  always 
mingled  with  it  a  secret  aspiration  towards  what  is  good, 
something  of  a  pure  love  of  perfection.  Of  couraa  the 
emulous  man  wishes  above  all  else  to  equal  or  surpass  his 
competitors,  but  he  also  pursues  an  ideal.  In  every  case  the 
dnty  of  the  teacher  ought  to  be  to  develop  emidation  in  this 
direction,  by  diverting  it  from  its  selfish  tendeociea,  in  order 
to  direct  it  towards  tlie  pursuit  of  the  good. 

Diderot  clearly  defined  the  double  nature  of  emulation, 
withont  neglecting  to  throw  into  relief  the  predominance  of 
■elf-love,  when  he  said  :^ 

Emulation  is  not  exactly  the  desire  to  do  the  best  tiiat  is 
possible, ^that  would  be  a  pure  virtue;  but  it  is  the  desire 
to  do  better  than  others,  which    approaches  vanity.    Nolwith- 
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standing  this  defective  side,  it  is  none  the  less  the  source  of 
the  most  beautiful  things  in  society.  Superiority  is  a  general 
inclination.  The  most  active  pleasure  is  that  of  glory;  the 
thing  is  to  present  to  it  estimable  objects;  and  self-love  will 
always  be  the  greatest  resource  in  a  civilized  land." 

490.  Emulation  in  the  History  of  Pedagogy.  —  In 
all  times  emulation  has  been  known  and  commended  as  one 
of  the  essential  means  of  discipline.  At  Sparta  it  may  be 
said  that  emulation  was  pushed  even  to  fanaticism  ;  prefer- 
ence was  given  to  him  who  was  the  most  courageous,  the 
most  temperate,  the  most  insensible  to  pain.  At  Athens 
how  emulous  was  Themistocles,  whose  sleep  was  troubled 
by  the  laurels  of  Miltiades !  Rabelais  said  of  his  model 
preceptor,  that  he  introduced  Gargantua  to  a  company  of 
learned  men,  "  to  emulate  whom  inspired  him  with  the  spirit 
and  the  desire  to  do  valiantly."  It  is  well  known  that 
Bossuet,  in  order  to  counteract  the  indolence  of  the  Dau- 
phin, made  him  compete  with  the  children  of  his  own 
age.  "Emulation,"  says  Fenelon,  "is  a  spur  to  virtue.'* 
According  to  Locke,  all  is  done,  everything  is  gained, 
when  we  have  stirred  the  pupil's  spirit  of  emulation ! 
Rousseau,  who  isolates  Emile  and  allows  him  no  compan- 
ions, wishes  at  least  that  his  pupil  should  find  a  rival  in 
himself,  and  so  invents  a  sort  of  personal  emulation.  And 
in  an  article  in  the  Encydopoidia  he  wrote  as  follows : 
"Emulation  is  a  disposition  dangerous  to  the  truth,  but 
education  can  transform  it  into  a  sublime  virtue."  RoUin 
would  have  us  appeal  to  the  reason  of  children,  stimulate 
the  sense  of  honor,  and  make  use  of  praise,  rewards, 
and  caresses. 


1  "  There  is,"  says  M.  Feuillet,  "  in  solitary  education  a  species  of 
emulation,  or  rather  an  image  of  emulation,  which  is  the  result  of 
the  comparison  which  one  is  led  to  make  of  himself  with  himself » 
and  hence  arises  the  desire  to  s\iTp^.ss  oiv^'s*  «>ftlt." 
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"  Children,"  he  says,  "  ara  sensible  to  praise.  We  must  taka 
'  advantage  of  this  weakness,  aud  ti-y  to  make  a  virtue  of  it. 
I  shoiild  ruti  the  risk  of  discouraging  tlieiii,  if  we  never 
praised  tlieui  wlieii  they  did  well.  Though  praise  is  to  be  feared 
on  the  Hcore  of  vanity,  we  must  try  to  make  use  of  it  to  ani- 
mate oliildren  without  enervating  them.  For  of  all  tiie  motives 
adapted  to  touch  a  reasonable  soul,  there  are  none  more  pow- 
erful thau  honor  and  shame ;  and  when  children  have  been 
made  sensible  to  tlieni,  all  has  been  gained.'' 

Madame  Campau  declared  that  "emulation  constituted 
the  strength  of  public  education."  It  there  reigns  over 
young  minds,  directs  them  toward  the  good,  and  doea  no 
a  to  the  geuerouB  sentimente  of  the  heart  and  soul. 

H.  Emulation  in  a  DEMOCKAcr.  —  It  is  useless  to  pro- 
long this  historical  review,  for  it  would  almost  always  lead 
'    to  the  same  result,  a  more  or  less  complete  approval  of  the 
use  of  emulation   in  discipline.     Let   us   merely   add,  that 
I  democratic  society  like  our  own,  at  a  time  when  it  is 
I  neces9ai7    to    summon    millions   of   children   to   exertion, 
I  emulation   becomes  more  and   more   importaut.     This   has 
been  forcibly  expressed  by  M.  Feuillet. 
"Emulation  was  formerly  but  the  worst  species  of  ambition! 
I  its  purpose  was  to  reach  the   highest  places   to  which  only  a. 
flniall  number  of    subjects  could  have  access.     In  this  way  em- 
ulation  was  concentrated    instead    of     being   extended.  ...  It 
ought  to  he  otherwise  in  a  republic.  ...  It  is  felt  that  the 
main    purpose   of    education    can     no    longer    be    to    obtain    a 
small  number  of  exceptional    hut  superior  men,  but    that    its 
I  essential  purpose  is  to  train  that  immense  majority  of  good,   i 

se,  and  useful  citizens  who,  iu  all  the  places  where  circ 

[  stauoea  have  carried    them,  unite  to  form  what  is  called    the  1 

The    methods    of     education    then    necessarily    change    | 

I  with    its    purpose.      Emulation   i''   diffused,  so   to   speak,  so 

)  embrace  all  ranks  and    to  bring  all  ittdividiials  uades 
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And  Feaillei  coocludes  as  follows : 

"  Equaliii/.  and   tiy  a  necessary  consequence  reciprocal  dep 
ence  and    general    emulation,  are   tfae   conditions    to    which 
happiness  of  men    is    invariably  attached    in    all    the 
stances    composing    the    state    of      society;     and    conaeqaeut^ 
these   are   the   conditions  which   ought   to   be   provided    for   1 
the  education  that  ia  aloue  good  and    true,  that  which  trains^ 
citizens,"  • 

492.  Error  of  those  who  condems  EutrLATioK.  —  Th&J 
educators  who  coademu  emidation  deceive  themselvea 
two  pointa.  On  the  one  hand  they  have  too  great  a  d 
trust  of  human  nature;  in  their  eyes  the  feeling  of  self>l 
love  18  like  a  poisonous  stock  which  can  bear  only  evil  fruit ; 
they  think  tliat  to  favor  emulation  is  by  a  neceasary  con- 
sequence surely  to  engender  envy,  Jealous  rivalry,  and 
malevolence.  " 

We  mtiBt  reply  to  them,  with  La  Bruyere,  "  that,  whatevct 
connection  there  may  seem  to  be  Ijetween  jealousy  i 
emidation,  there  is  between  tbem  tbe  same  distance  that  is 
found  between  vice  and  virtue.  Emulation  is  an  enei^etic, 
courageous  sentiment,  which  renders  the  soul  fruitful,  makes 
it  profit  by  gi'eat  examples,  and  often  eaiTies  it  above  thabf 
which  it  admires." 

On  the  other  hand,  by  a  contrary  illusion  to  forego  t 
aid  of  emulation  is  to  count  too  much  on  the  powers  of  the  ~ 
human  soul,  and  to  believe  that  the  child  can  be  excited  to 
exertion  by  purely  disinterested  motives,  by  the  simple  idea 
of  the  duty  to  be  performed,  without  the  need  of  calling  into 
play  his  personal  instincts.  This  is  to  forget  what  Pascal 
said: 

"  The    children  of  Port  Royal  are  falling    into    indiSerencs 
tiirough  default  of  ambition." 


and 
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493.  Rocks  to  Shdn.  —  The  educators  who  exclude  emu- 
lation have  pointed  out  the  rocks  on  which  we  are  liable 
accidentally  to  £al!  when  we  make  a  bad  use  of  it,  but  have 
not  been  so  Buccessf  ul  in  diBcovering  the  irremediable  dangers 
to  which   all   those  who  employ  it  are  inevitably  exposed. 

The  charges  they  bring  ngainst  emulation  are  the  follow- 
ing :  "  1.  The  attention  of  children  is  turned  aside  from  the 
thought  of  duty  and  is  fixed  on  the  reward.  2.  Children 
are  made  to  honor  success  i-ather  than  merit.  3.  The  vanity 
of  some  is  unduly  excited,  wbile  the  others  are  forever 
humiliated  and  discouraged,  i.  Hatred  and  jealousy  among 
companions  ia  provoked.  5.  There  is  conti'acted  for  life  the 
detestable  habit  of  seeking  for  distinction,  of  striving  for  the 
highest  place,  of  seeking  honors,  aud  of  not  being  contented 
with  a  modest  position  and  an  obscure  tranquillity." 

As  a  fact,  these  disadvantages  may  result  from  emulation, 
badly  conceived  and  directed ;  but  they  will  be  sbunned  with- 
out much  difficulty  by  a  skillful  teacher,  who  will  take  care 
not  to  materialize  emulation,  not  to  take  account  merely  of 
tbe  material  qualities  of  his  pupib,  who  will  not  make  & 
misuse  of  artificial  rewards,  who  will  know  bow  to  reassure 
the  conquered  and  prevent  them  from  feeling  too  keenly  the 
bitterness  of  their  defeat,  at  the  same  time  that  be  will  recall 
the  conquerors  to  a  sense  of  modesty ;  who,  in  a  word,  will 
not  give  too  great  attention  to  the  spring  of  emulation,  and 
will  not  allow  it  to  fall  into  the  daugcroua  over- excitement  of 
ambition. 

494.  Rewards.  —  When  we  admit  emulation  aa  a  principle 
of  discipline  we  at  tbe  same  time  admit  rewaixls.  In  fact, 
rewards  are  the  best  means  of  vivifying  aud  animating  the 
feeling  of  emulation.  However  desirous  we  may  be  that  the 
ehUd  shall  actually  fiud  the  beat  of  rewards  in  tbe  feeling  of 
a  duty  done  or  in  the  conBciousneBa  ot  \i\a  \rto%\e■sa.^'' 
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be  tolly  to  deprive  ourselves  of  the  aid  whicb  might  come  to 
discipline  from  rewards  skillfully  chosen  aod  discreetly  dia- 
triliuted. 

495.  Different  Species  of  Bewabds.  —  But  there  are  J 
^rewards  and  rewards.  They  vary  especially  according  to  ] 
I  the  iiatnre  of  the  feelings  which  they  aim  at  and  which  they  I 
kaRect  in  the  child,     For  example,  tliey  are  sometiuies  ad- 

dressed  only  to  the  affectionate  sentimente,  ae  eudearments ;  J 
or  ttiey  flatter  self-love  and  the  desire  of  approbation,  like  ] 
praise  ;  or  they  respond  only  to  the  lower  tastes  of  the  sensi- 
bility, like  dainties;  or,  finally,  tliey  uwakeu  the  selfish  in-  j 
etincts,  like  prizes.  Let  us  add  that  these  different  elemeota  | 
may  be  confounded  in  the  rewards  that  are  given,  and  that  in  [ 
order  to  estimate  their  educative  value  it  is  necessary  to  take  I 
a  strict  account  of  the  character  of  the  different  feelings  1 
which  they  excite. 

496.  Sbnbiblk  Rewakdb.  —  We  must  absolutely  proscribe  j 
purely  material  rewards,  which  are  not  permissible  save  with  i 
very  young  children,  who  may  be  iuBueoced  by  the  allm-e-  ] 
ment  of  sweetmeats.  As  soon  as  possible  the  child  ought  J 
to  be  accustomed  to  seek  the  reward  of  his  toil  and  his  | 
efforts  iu  the  satisfaction  of  his  higher  inclinations, 

497.  Praise  and  Commendation.  —  "  The  best  rewards,"  | 

says  M.  Eendu,  ''  are  those  which,  divested  of  material  value,  [ 
call  iuto  play  the  delicate  sentiments  without  exciting  any  1 
idea  of  personal  interest."  Of  tiiis  sort  are  the  words  of  1 
approbation  aud  the  commendation  of  the  teiicher.  They  I 
excite  the  feeling  of  honor.  They  are,  moreover,  as  much  the  1 
e  eflicacioua  as  the  teacher  baa  been  able  to  make  himself  J 
loved  and  respected  by  his  pupils.  In  a  school  where  the  J 
jter'a  nutliority  is  Qiinly  6ata.ViVa\«d.,  mA  mbiew  the  p 
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have  aelf-iove,    the  rewards  may   be    rsduced   to   i 
dationa.     But  care  must  be  taken  to  employ  this  means  ouly 
witli  caution,  for  fear  yf  exciting  pride  and  vanity. 

"  Tlie  school master'B  means  of  reward  is  chiefly  confiaed 
i(o  approbation  or  praise,  a  great  and  flexible  instrument,  yet 
Beeding  delicate  manipulation.  Some  kinds  of  merit  are  so 
palpable  as  to  he  described  by  numeiical  marks.  Equal,  in 
point  of  distinctness,  is  the  fact  that  a  thing  is  right  or  wrong, 
in.  part  or  in  whole;  it  is  sufficient  approbation  to  pronomiee 
that  a  question  is  correctly  answered,  a  passage  properly  ex- 
plained. This  is  the  praise  that  envy  cannot  assail.  Moat 
unsafe  are  phrases  of  commendation ;  much  care  is  required  to 
make  tliem  both  discriminating  and  just.  They  need  to  have 
a  palpable  basis  in  facts.  Distinguished  merit  should  not  al- 
ways be  attended  with  pceans-,  silent  recognition  is  the  rule, 
the  exceptions  must  be  such  as  to  extort  admiration  from  the 
most  jealous.  The  controlling  circumstance  b  the  presence  of 
the  collective  body ;  the  teacher  is  not  s]>eaking  for  himself 
alone,  but  directing  the  sentiments  of  a  multitude,  with  which 
he  should  never  be  at  variance ;  his  strictly  private  judgments 

lould  be  privat-ely  conveyed."  • 


498.  Other  Rewards.  —  Tn   general,  rewards  ought   to 
be  but  the  exterior  signs  of  tbe  teacber'a  approbation. 

Of  this  description  are  good  marks,  place  in  elasa    ac- 
cording   to  records  of  recitations,  certificates  of   approval, 
L  inscription  on  the  roll  of  honor,  prizes.      Some  teachers  also 
ErecomtDend  medals  and  decorations. 

499.  The  Distribution  op  Prizes. — We  cannot  too  much 

encourage  the  enstom,  recently  introduced  into  tbe  commoa 
schools,  of  formal  distribution  of  prizes. 

"  Many  common  schools,"  said    the    ministerial    circular  of 
year,   where 
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good  ooudnot  and  iiidustr;  are  publi(;lf  rewarded.  The  r«MH 
is  that  we  fiud  in  theae  aehoola  but  little  emulatiou,  and 
that  a  part  of  the  pupils  desert  theni  for  a  |>ortion  of  the 
year.  It  were  well,  liowever,  that  each  village  should  have 
i«  annual  celebration  for  children  and  their  work.  The  ex- 
pense involved  would  be  small,  and  if  this  could  not  be  met 
by  public  tax,  individuals,  I  am  sure,  would  think  it  an  honor 
to  bear  it.  It  will  not  be  difficult  for  you  to  persuade 
proper  officers  of  each  department  that  the  money  spent  ( 
children  ia,  from  every  point  of  view,  money  invested  at  a  higfS 
rate  of  interest." 

"I    am    firm    in    the    belief,"    says    another    circnlar,    "that 
this  custom  would  be  excellent,  on  the  express  condition  that 
the  prizes  shall    be    distributed    with    discretion,  so  as  to  be  _ 
given  only  to  the  most  deserving  pupils." 

500.  PuKisHUENTs.  —  Punishments  are  based  on  almoi 
the  same  principles  as  rewards.  Rewards  appeal  mainly  to' 
the  feeling  of  honor  or  to  self-love.  Punisiimeuts  sometimes 
have  the  same  character, —  they  tend  to  humiliate  the  pupil, 
to  make  him  ashamed  of  his  faults  publicly  denounced. 
But  in  geuerul  their  purpose  ia  to  wound  the  senaibiKties  of 
the  child  by  depriving  him  of  things  which  he  loves,  just  ae 
rewards  excite  him  by  giving  him  what  pleases  him. 

501.  Kei'rimaxds.  —  Just  as  praise  and  words  of  apprc 
bation  are  the  best  and    the  moat  convenient  of    i 
so  reprimands,  censure,  and  tokens  of  disapproval  are  1 
promptest  and  the  surest  of  punishments ;    on  condition, 
course,  that  the  children  have  previously  been  made  s 
to  shame,  and  that  they  love  and  esteem  their  teacher. 

The  very  fact  of  revealing  before  companions  a  fault  thid 
has  been  committed,  and  that  the  culprit  cannot  deny,  is  l 
itself  an  effective  punishment.  There  will  be  added  to  tl 
when  the  nature  of  the  offence  requires  it,  words  of  c 
which  will  make  the  pupiV  \Atta\i. 


rewardaJ 


e  senaitiTl 
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I        The  thing  of  most  importimce  iii  the  use  of  repi'iinaada  I 

[  aud   censure   is,    first,  not   to    make  aa   over-use  of  them.  I 

I  Teachers  who  are  always  scolding  finally  cease  to  be  heeded.   I 

I  If  the  reprimand  becomes   stale,   if  it  is    resoi'ted  to  too  I 

[  fi'equently,  it  loses  all  its  effect.      In  the  second  place,  it  I 

I  must  be  exactly  proportioned  to  the  fault  which  it  points  out  1 

I  and  which  it    proposes    to  correct.      The    teacher  will  no   I 

[  longer  be  respected  if  he  does  not  exhibit  the  strictest  spirit  1 

I  of  justice  in  his  words.     Besides,  the  tone  of  the  repri- 

I  nmud  ought  always  to  be  moderate,  calm,  and  dignified.     1( 

I  the  teacher  loses  his  temper,  his  anger,  as  Mr.  Bain  remarks, 

I  is  a  real  victory  for  the  bad  pupils,  even  when  it  has  inspired 

I  them  with  a  momentary  fear. 

[         "  Never    correct    a    child,"    aays    Feiielon,    "  either    in    the 

I  first    flush  of   his  anger  or  of   jour  own.      If     in    yours,  ha 

I  Beea   that    you   are   acting   from   passion   or   from   impulse. 

I  not    from    reason    and   affection,  and    you   lose    your   authority   I 

I  without     recall.      If     in    his,    he    has    not    enough     liberty    i 

I  thought  to  ackaowledge  Lin  fault,  to  conquer  his  passion,  and 

I  to  feel    the  importance  of    your  advice ;    it  is  even  exposing 

I  the    child    to    the    risk    of    losing    the    respect    he 

I  Always    show     biin     thht     you    are     your    own    master ; 

P  nothing  will  better  make  him  see  this  than  yuur  patie] 

I       602.    Threats. ^Before  proceeding  to  actual  punishment 

I  it  is  wise  to  warn  the  child  of  the  consequences  that  will  fol- 

[  low  a  repetition  of  Ids  fault.     He  must  not  be  summarily 

I  punished,  but  must  first  be  warned.    But  threats  ought  always 

L  to  be  followed  by   acts.       The   pupil  laughs  at  a  teacher 

I  who  never  goes  further  than  words,  who  never  executes  his 

I  threat 

503.   Actual    Punishments.  —  The    penal  code  of  1 
school  contains   many  articles,  especially  if  we  study  it  i 
the  ancient  systems  of  education.",  \)\A  "kVCb.  "fisiR.  ^ 
Bianiiurs  it  has  been  graduaWy  TnoAetaXaA.. 
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In  the  maternal  schools  the  only  punishments  allowed  are 
the  following  :  "Interdiction,  for  a  very  short  time,  of  study 
and  play  in  common ;  withdrawal  of  good  marks." 

In  the  common  schools  the  teacher  ought  to  make  use  of 
the  same  punishments,  —  partial  loss  of  recreation,  keeping 
the  pupil  after  school,  suspension,  or  expulsion. 

Privation  of  recreation  ought  never  to  be  of  long  duration. 
On  the  pretext  of  punishing  the  child,  he  should  not  be 
denied  the  rest  and  pla}^  which  are  as  necessary  for  his 
physical  health  as  for  his  intelligence. 

"Detention  from  play,"  says  Mr.  Bain,  "or  keeping  in 
after  hours,  is  very  galling  to  the  young;  and  it  ought  to 
suffice  for  even  serious  offences,  especially  for  riotous  and 
unruly  tendencies,  for  which  it  has  all  the  merits  of  *char- 
acteristicalness.'  The  excess  of  activity  and  aggressiveness  is 
met  hy  withholding  the  ordinary  legitimate  outlets."  ^ 

The  expulsion  of  the  pupil  is  evidently  an  extreme  remedy 
and  a  sort  of  confession  of  the  weakness  of  the  school  dis- 
cipline ;  but  the  fear  of  this  punishment,  if  it  has  overtaken 
incorrigible  pupils  in  one  or  two  cases,  is  a  very  effective 
example  for  all  the  others. 

504.  Tasks  or  Impositions.  —  A  great  abuse  was  for- 
merly made  of  pensums,  or  supplementary  tasks  ;  perhaps  it 
has  been  a  mistake  to  proscribe  them  absolutely. 

"Tasks  or  impositions,"  says  Mr.  Bain,  "are  the  usual 
punishment  of  neglect  of  lessons,  and  are  also  employed  for 
rebelliousness;  the  pain  lies  in  the  intellectual  ennuiy  which 
is  severe  to  those  that  have  no  liking  for  books  in  any 
shape.  They  also  possess  the  irksomeness  of  confinement 
and  fatigue-drill.  They  may  be  superadded  to  shame,  and 
the  combination  is  a  formidable  penalty."  ^ 

^  Bain,  Education  as  a  Scicncc,p^.  \\^,V\fi« 
^  Bain,  Education  as  a  Science,  p.  W^. 
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1505.  CoKPOKAL  PtNiatiMENTs. — lu  France  the  regula- 
tions, as  well  as  the  manners,  absolutely  coinleran  the 
corporal  chastiseniente  which  for  eo  many  centuries  were 
comprised  among  the  leyitima  pcenarum  genera.  Even 
Pestaluzzi,  the  good  and  mild  Pestalozzi,  used  and  abased 
this  tnude  of  puniuhinent,  and  had  their  use  sanctioned  by 
the  unanimous  consent  of  his  pupils.  In  England  pubhu 
opinion  is  still  generally  favorable  to  corporal  punisbmeut, 
and  it  is  sauctiooed  by  Mr.  Bain. 

•  "  When:  corporal  punishnieiit  is  kept  up,  it  should  be  at 
the  far  end  of  the  litit  of  penalties ;  its  slightest  applicatioa 
should  be  accounted  the  worat  disgrace,  and  ahuuld  be  ac- 
companied with  stigmatizing  forms.  It  should  be  regarded 
as  a  deep  injury  to  the  person  that  inflicts  it,  and  to  those 
that   have   to   witness  it,  as   the   height  of   shame   and   infaiay. 

I  It  ought  not  to    be    repeated    with  the    same    pupil ;    if  two 
■ve  three  applications  are  not  enough,  removal    is    tlie    proper 
Bourse."  ' 
met 
cast 
tip] 


We  shall  not  enter  upon  this  casuistry  of  corporal  chastise- 
Kments.      They  must  be  absolutely  forbidden,  and  in  every 
lease,  because,  as  Locke  says,  they  constitute  a  servile  dis- 
cipline which  renders  souls  servile. 


General  Rules.  —  Whatever  may  be  the  punish- 
ment  employed,  it  will  always  be  necessary  to  follow  some 
general  principles. 

First,  let  the  puuiahment  always  be  accommodated  to  the 

fault  committed,  and  also  to  the  sensibility  of  the  culprit. 

A  given  pupil  may  be  profoundly  affected  by  a  light  puuisL- 

ment    which    will    leave    less    sensitive    pupils    absolutely 

,  anaffectfid. 

Punishment  should  not  be  employed  lavishly ;  repetition 
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(  floou  destroya  its  efficacy,  and  tbeie  is  nothing  good  tobS 
expected  of  a  child  hardened  by  puniehioeut.  '■  Cat'efuII^| 
avoid  puniehing  all  the  faults  of  your  girls,"  said  Madame  dflfl 
Maintenon  ;  "  thu  pimishnientB  would  become  common,  anJB 
would  no  -longer  produce  an  impresBiou."  fl 

Penalties  should  be  carefully  graduated.  "  It  is  a  rule  ioA 
puniafament,"  saya  Mr.  Bain,  "to  try  Blight  penalties  ad 
first.  With  the  better  natmea  the  mere  idea  of  punishmeotfl 
is  enough;    severity  is  entirely  unneeeaaary."  I 

Special  efforts  ahould  be  made  to  oatabliah  iu  the  (^liild'afl 
mind  ou  intimate  relation  between  the  penalty  anil  the  wron^l 
that  has  been  done.  For  tliia  purpose  the  puniHliment  8hould,fl 
so  far  na  possible,  be  connected  with  the  fault.  If  a  childj 
haa  told  a  fakehood  he  ahould  be  humiliated  by  no  lougen 
believing  his  word  ;  if  another  is  indiscreet,  confidence  i(A 
no  longer  placed  in  him ;  if  another  is  always  quarreliug,.V 
let  him  be  shunned  by  his  companions.  In  this  way  theiV 
punishment  is  better  understood  and  is  more  effective,  be--fl 
cause  it  seems  to  the  child  the  natural  consequence  of  hifti 
fault.  ■ 

507.  The  Discipline  of  Cosbequencbs.  —  In  our  dayS 
Herbert  Spencer  has  popularized  the  system  which  consistsfl 
In  euppressing  the  whole  machinery  of  artificial  punishments^l 
Id  order  to  leave  a  free  field  for  the  action  of  nature.  Th^| 
purpose  is  to  make  the  child  feel  the  conaequencea  of  tliafl 
acts  which  he  commits.  What  more  atriking  puniahmei^'l 
than  these  very  conaequencea !  H 

"  All  the  punishinentfl  of  human  invention  are  powerlesSiH 
The  only  chastisements  truly  salutary  are  those  which  natun^f 
creates  on  the  spot  and  applies.  No  threats,  but  a  silant  an^H 
rigorous  execution.  The  hot  coal  bnrns  him  who  touches  i^| 
the  first  time;  it  bums  him  the  second,  a  third  time;  t^| 
l-lmtaB  Aim  evtaj  time,    ^rtero  »  Twttdwg  tiba  thii  »rt3j»*Jilg|^B 
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direct,  inevitable  correction.     Observe   alao    tbat   the   penalty 
always  in  proportion  to   the  violatioa  of  tlie   order   of  thingti, 
the  reaction  being  iu  currespoiidcnce  with  the  action ;  and  that 
it   introduces    along   with  it  in  the  mind  of   the  child  the   idea 
of  justice,  the   chastisement    being   but   an   eifect ;   and    finally,   ■ 
that   there  is  no  efieot  more  certain.     Universal   language   testi-  I 
fies  to  this.    Experience  dearly  bought,  hitter  experience,  is  the  1 
great  lesson,  and  the  only  one  by  which  we  profit."  <  I 

508.  CmTiciaM  op  this  System.  —  However  sedaotive  1 
this  doctrine  of  natural  reactions  may  at  flrat  appear,  it  is  } 
evident,  after  reflection,  that  it  could  not  suffice  to  consti- 
tute with  respect  to  the  correction  and  repression  of  faults, 
a  system  of  school  discipline.  For  a  ccrrtain  number  of  ] 
cases  Ui  which  it  may  be  usefuUj'  applied,  how  many  others  | 
there  are  where  it  would  be  absolutely  inefficient!  Let  us  i 
admit,  although  it  is  not  true,  that  every  fault,  every  viola- I 
tion  of  the  order  of  nature,  entails  by  a  natural  necessity  I 
a  painfnl  result.  In  most  cases  this  will  be  but  a  remotol 
consequence  on  long  credit ;  and  the  culprit  will  be  able  to  j 
repeat  his  faults  thousands  of  times  before  the  punishment  1 
flashes  upon  him.  School  delinquencies  are  for  the  most  I 
part  of  such  a  nature  that  the  child  has  not  to  suffer  imme-  I 
diately  for  being  allowed  to  have  hia  own  way.  Lack  of  I 
application  and  indolence  will  compromise  the  entire  life  of  I 
a  neghgeut  scholar.  Having  become  a  man,  he  will  repent  \ 
at  the  age  of  thirty  in  an  idle  existence  which  he  will  be  ( 
unable  to  employ  to  any  good  pnrpose,  for  having  l>eeii  au  . 
inattentive  and  an  irregular  pupil.  But  when  he  perceives  1 
the  consequences  of  his  indolence,  it  will  be  too  late,  — the 
evil  wilt  liave  been  done.  The  punishment  will  doubtless  be  j 
striking,  pitiless,  justly  deserved.     The  culprit  will  lie  obliged  J 

■  We  borrow  this  analysia  of  Mr.  Speiicier'a  opinion  from  M.  Grdfl 
[  ant'B  Memoir  ntr  I'  E^rtt  de  dtMlpUM  doiu  1^  ^uMnn^  ^M 
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to  bow  before  it,  as  before  an  inexorable  but  just  fate.  But 
the  purpose  of  punishments  is  even  more  to  prevent  wrong 
and  to  correct  it  in  time,  than  to  cause  expiation  for  it  in 
an  exemplary  way. 

509.  Other  Criticisms.  —  It  would  be  easy  to  show  that, 
from  still  other  points  of  view,  Mr.  Spencer's  theory  is  not  in 
accord  with  the  ideal  punishment. 

"  The  pain  produced  by  natural  consequences,"  says  M.  Gt4~ 
ard,  "is  most  often  enormous  with  respect  to  the  fault  which 
has  produced  them;  and  man  himself  claims  for  his  conduct 
other  penalties  than  those  of  a  hard  reality.  He  would  have  us 
judge  the  intention  as  weU  as  the  fact;  he  would  have  us  give 
him  credit  for  his  efforts;  and  would  have  us  punish  him,  if 
need  be,  but  without  destroying  him,  and  while  reaching  out  a 
hand  to  lift  him  up." 

In  a  word,  there  is  nothing  more  brutal,  more  inhuman, 
than  the  system  which,  suppressing  all  human  intervention 
of  the  teacher  in  the  correction  of  the  child,  leaves  to  nature 
alone  the  task  of  chastising  him.  Slow  in  certain  cases,  the 
justice  of  nature  is  often  violent  and  murderous.  Let  us  add, 
finally,  that  the  system  of  natural  consequences  suppresses 
moral  ideas,  —  the  idea  of  obligation  and  duty.  It  con- 
fronts the  child  only  with  the  blind  and  unconscious  forces  of 
necessity.  And  so  Mr.  Spencer  does  not  hold  to  his  theory 
to  the  end,  but  to  the  reactions  of  nature  he  adds  the  re- 
actions of  the  feelings  which  manifest  themselves  through 
the  esteem  and  the  affection,  or  through  the  censure  and  the 
coolness  of  those  who  surround  the  child,  and  whom  he 
loves.  The  discipline  of  nature  can  be  but  a  preparation 
for  the  discipline  of  sentiments  and  ideas. 


CHAPTER  XIL 

DISCIPLINE  IN  GENERAL. 

510.  Preventive  Discipline. — Discipline  does  not  de- 
pend merely  on  a  system  of  rewards  and  punishments  ex  post 
facto,  as  so  many  sanctions  to  incite  to  the  good  or  to  divert 
from  the  evil.  True  discipline  foresees  and  prevents,  even 
more  than  it  represses  and  rewards.  In  a  well-organized 
school  which  satisfies  certain  material  conditions,  and  in 
which  the  teacher  fulfills  certain  moral  conditions  which  as- 
sure his  authority,  it  will  hardly  ever  be  necessary  to  resort 
to  punishment,  and  rewards  will  appear  rather  as  a  disinter- 
ested act  of  justice  than  as  a  means  of  discipline. 

511.  Material  Conditions  of  Discipline. —  All 
teachers  know  how  much  the  regularity  and  system  which 
they  introduce  into  the  exercises  of  the  school  facilitate  their 
task  and  contribute  to  the  good  order  of  their  class.  Pesta- 
lozzi,  who  had  so  many  moral  qualifications,  who  possessed 
to  such  a  high  degree  the  art  of  making  himself  loved  by 
children,  who  employed  such  devotion  and  zeal  in  the  service 
of  his  pupils,  was  never  able  to  establish  an  exact  discipline, 
because  he  was  lacking  in  method  and  taught  in  a  disorderly 
manner,  without  subjecting  himself  to  fixed  rules  for  the 
length  of  his  lessons  and  for  the  order  of  exercises ;  ia  a 
word,  for  the  distribution  of  his  time. 

512.  Distribution  of  Time.  —  "The  distribution  of 
time,"  says  Rendu,  "is  the  principal  meaTL«»  ol  ^"e»\»5^^^!^«x^'^ 
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discipline.  ...     The  question  of  discipline  is  in  great  part 
a  question  of  instruction  and  method." 

Through  the  indications  of  the  programme,  which  deter- 
mines at  once  the  topics  of  instruction  and  the  number  of 
hours  which  it  is  advisable  to  give  to  each  study  in  the  three 
grades  of  the  common  school,  the  teacher  is  now  guided  in 
the  distribution  of  his  time,  and  no  longer  runs  the  risk  of 
falling  into  mistakes.  Let  us  add,  however,  that  circum- 
stances, such  as  the  requirements  of  time  and  place,  the 
number  and  relative  proficiency  of  pupils,  ought,  as  between 
one  school  and  another,  to  justify  considerable  differences. 
We  are  not  of  those  who  dream  of  an  absolute  uniformity, 
and  wish  that  at  a  given  moment  the  millions  of  children  who 
attend  the  schools  of  France  should  be  engaged  in  the  same 
exercise. 

"The  ingenuity  of  an  intelligent  teacher  ought  not  to  be 
paralyzed  by  the  rigid  inflexibility  of  a  schedule.  We  do  not 
assume  to  impose  a  time-table  upon  teachers,  as  a  vise  which 
binds  them;  we  offer  it  to  them  as  a  rule  to  guide  them. 
Doubtless,  in  the  domain  of  common-school  instruction  more 
than  in  any  other  sphere  of  teaching,  there  must  be  required 
regularity,  exactness,  and  the  spirit  of  system;  but  here  as 
everywhere  else  it  is  best  to  leave  something  to  spontaneity, 
to  personal  reflection,  and  to  free  choice.  We  dread  the 
absence  of  method,  which  leads  to  school  anarchy ;  but  we 
detest  the  circumstantial  tyranny  which,  sinking  the  man  in 
the  master,  gives  to  mechanical  education  the  place  due  to 
intelligence."  ^ 

513.  General  Principles  for  the  Distribution  of 
Time. —  The  distribution  of  time  ought  not  merely  to  be 
regulated  in  advance  by  the  teacher,  but  it  ought  to  be 
brought  to  the  knowledge  of  the  pupils  by  schedules  posted 
in  each  class-room. 

__  ■  ■  ■ 

1  E.  'ReivAvi,  Mttuucl^^.^'i.. 
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Without  describing  in  detail  the  distribution  of  study  hourg 
and  of  tlie  different  topics  of  instruction,  we  will  state  the  I 
general  principlea  which  result  from  all  that  we  have  said  iw  J 
the  preiieding  chapters. 

1.  Each  section  ought  to    be    engaged   in  several   differ-^ 
eat   exercises.      With  the  pupils  of  the  common  school,  in^ 
particular,  we  must  renounce    prolonged   lessons    ujiou  the 
same    subject.     Such  lessons  are  not  possible,  save  in  the 
higher  classes  of  the  colleges  or  iu   the  courses  of  higher 
instruction. 

2.  Each  session  ought  to  be  iutermpte<l.  either  by  thfl  J 
ordinary  recess  or  by  marching  and  singing. 

3.  In  schools  taught  by  one  master,  the  teacher  will  each.1 
day  come  into  direct  communication  with  all  his  pupils,  and  ] 
consequently  with  each  one  of  the  three  grades.  Hence  ths  1 
necessity  of  collective  lessoiut,  which  may  bear  on  oertain  I 
parts  of  history,  of  morals,  etc. 

4.  Each  item  in  the  programme  ought  each  day  to  have  •! 
its  share  in  the  exercises  of  the  school.  None  of  them  ougbfiJ 
to  be  sacrificed,  even  if  but  a  few  minutes  can  be  devoted  to-j] 
some  of  them. 

5.  The  most  difllcult  exercises,  those  which  require  &a-M 
most  attention,  ought  by  preference  to  come  in  the  early  J 
part  of  the  day. 

6.  The  length  of  each  lesson  and  of  each  exercise  should 
not  as  a  rule  exceed  twenty  or  thirty  minutes. 

7.  Every  lesson,  every  lecture,  should  be  accompanied  by  3 
oral  explanations  and  interrogations. 

8.  The  correction  of  tasks  and  the  repetition  of  lesson^ 
take  place  during  the  periods  assigned  to  these  tasks  aof 
lessons.     According  to  the  rule  the  tasks  are  corrected  8 

,   the    blackboard   at    the   same    time   that    the    note-booli^ 
are    inspected.      The    compositiona    are  corrected    by  1 
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F  514-  Classificatiok  of  IYpils.  — That  wliicb  hioders 
t  the  luamtenaDue  of  discipliDe  as  well  ab  the-  prepress  of 
I  pupils,  is  that- by  the  very  neueBsity  of  things  there  are 
I  tmitetl  in  the  same  class  pupils  very  uuequal  in  age,  in 
I  degree  of  instruotioa,  and  in  intellectual  development. 
I  Disorder  is  almost  the  necessary  result  of  this  disproportion 
r  and  of  these  iuequalities.  Nothing  is  more  important,  con- 
L  sequently,  than  the  classification  of  pupils. 

"Each     year,   at    the     opening   of     aebcwl,"   saja   the    official    i 
I  wder  of  1832,  "the   pupils,  according   to   the   degree  of  their  in- 

I  struction,  ahaU   be   distributed   by   the   director   in    the  different 

I I  classes    of    the    three    grades    under    the    supervision    of    the    . 
I  primary  inspector." 

This  rule  is  applicable  not  only  to  large  schools  having 
several  teachers,  but  also  to  schools  with  one  teacher.  Ajid 
\  even  in  the  latter  the  classiflcation  ought  to  be  even  more 
h  exact  if  it  be  possible,  because  the  one  teacher,  obliged  to 
j  distribute  his  time  among  the  three  grailes,  ought  to  be  able 
I  to  depend  a  little  more  either  upon  the  initiative  of  pupils  or 
I  upon  the  aid  of  some  intelligent  monitors. 

615.    Consequences    from   the    Disciplinaky   Point    of 

View.  —  Who  does  not  see  that  discipline  will  gain  from  a. 

school  oi^anization  reguliited  in  this  spirit?     Inviteil  to  an 

instruction  which  rusponds  exactly  to  his  powers  and  to  hia 

■  •needs,  sustained  by  the  variety  of  the  exercises,  reanimateil    | 

t  by  frequent  recreatious,  always  subjected  to  an  invariable 

)  rule  which  he  knows,  never  remaining  unemployed,  instructed 

I  in  advance  with  reference  to  what  he  ought  to  do  at  the  dlf- 

I '  ferent  hours  of  the  day,  tlie  pupil  will  lind  himself  in  the  best 

I  conditions  for  working  with  order  and  profit.  1 


616. 


Necessity    of     Vigorous     IScpi 
however,  are  not  suffident.     The  pupil   i 


■  Formal 
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sufficiently  master  of  himself,  sufficiently  energetic  and  well- 
disposed,  to  follow  spontaneously  the  course  that  has  been 
traced  for  him  by  a  carefully  arranged  programme.  There 
must  be  taken  into  account  the  weaknesses  of  will  and  the 
thoughtlessness  of  early  age,  and  the  dissipation,  indolence, 
and  ill-will  common  to  masses  of  children.  The  execu- 
tion of  the  laws  of  the  school  is  dependent  on  the  vigilant  eye 
of  the  master.  How  much  easier  the  discipline  becomes  with 
an  active  teacher  who  observes  all  the  movements  of  his 
pupils,  who  watches  their  dispositions,  who  stops  by  a  word 
or  a  look  the  beginning  of  a  conversation,  who  reanimates  the 
attention  at  the  moment  when  it  begins  to  flag,  who,  in  a 
word,  always  present  in  the  four  corners  of  the  class-room, 
is,  so  to  speak,  the  living  soul  of  the  school. 

517.  The  Teacher's  Duties  out  of  School. — But 
the  vigilance  and  solicitude  of  a  good  teacher  do  not  cease 
at  the  threshold  of  the  school ;  they  ought  to  follow  the  pupil 
even  into  the  family,  and  accompany  him  in  a  certain 
measure  on  the  road  which  leads  him  from  the  school  to  the 
home.  lie  mav  discreetlv  inform  himself  of  what  children 
do  when  they  have  reached  home,  and  how  they  conduct 
themselves  in  the  streets  or  on  the  roads.  Through  the 
influence  which  he  will  discreetly  exert  upon  the  conduct  of 
his  pupils  outside  of  the  school,  he  will  assure  their  correct 
deportment  and  the  silence  and  order  of  the  school-room 
itself.  Children  who  are  too  wild  at  home,  or  who  have  been 
too  disorderly  on  the  streets,  have  great  difficulty  when  the 
bell  rings  to  become  by  an  instantaneous  transformation 
attentive  and  quiet  pupils. 

By  the  personal  labor  which  he  will  impose  upon  himself, 
the  teacher  will  also  contribute  to  the  maintenance  of  good 
discipline  in  the  school.  A  well-prepared  lesson  is  worth 
much  more  than  punishments  for  ^^vq\\\%  \5cvfc  ^XXft.\i5CNs>»\v  ^^ 
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I 


I 


I  Qie    scholars.     When    the    tencher   reaches   hia   desk,    weUl 

I  knowing  whut  he  ougijt  tu  do  and  what  he  ought  to  say  ;  I 

when   wholly   pervaded   by    his  subject  he  can    pursue    his  I 

thought  without  effort,  he  will  first  have  that  assurance  that  I 

lie  will  more  easily  iuterest  his  auditors  and  that  he  will  more  J 

Burely  conduct  them  to  tlie  desired  end  ;  and  at  the  same  time,  1 

relieved  from  the  anxiety  of  hunting  up  his  ideas  and  his  I 

words,  and  of  organizing  hia  class  on  tlie  spur  of  the  moment  I 
and  hy  a  sort  of  improvisation,  he  will  the  more  easily  be 

able  to  survey  his  little  auditory,  to  be  all  things  to  all,  and  1 

to  let  nothing  escape  that  is  incorrect  or  abnormal  In  the  I 

conduct  of  his  pupils.  I 

Let  us  add  that  in  order  to  assure  the  discipline  so  far  as  I 

the  pupils'  diligence  and  exactness  of  work  are  concerned,  I 

the  industry  of  the  teacher  ia  particularly  oeceasory.     The  | 

child  of  the  best  intentions  is  discouraged  if  the  written  | 

exercises  which  he  has  prepared  with  the  greatest  care  are  j 

never  corrected.     It  is  not  merely  because  the  faults  which  | 

he  has  allowed  tu  pass  are  proofs  of  his  ignorance,  that  the  I 

lack  of  correction  is  mischievous,  but  mainly    because  the  | 

negligence  of    the   teacher    emboldens  and   partly   excuses  I 

the  negligence  of  the  pupil.  I 

518.    Co-0PEiiAT(ON  OF  Teachers  with  Parents. — The  \ 

best  of  teachers  can  do  nothing  iu  the  matter  of  discipline  I 

without  the  co-operalion  of  parents,     "  There  ia  no  system  I 

of  education  so  poor,"  says  Grtiard,  "  as  not  to  improve  in  j 

quality  by  the  intervention  of  the  family,  and  none  so  gowl  | 

that  it  cannot  gain  by  it."     Rollin  regarded  the  participa-  I 

tion  of  parents  in  all   that  concerns  moral  development  aa  I 

one  of  the  essential  factors  in  the  internal  govermnent  of  I 

colleges.      What    ia  true  of  secondary   instruction   is   also  I 

true  of  primary  instruction.      It  is  necessary,  then,  that  the  I 
teaeber   abould    be   iu   conataat  commuoiosktitHi   witii   (N'J 
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families,  that  he  keep  them  regularly  informed  as  to  the  work 
and  progress  of  their  children,  and  that  he  bring  their  faults 
to  their  notice.  Hence  the  utility  of  reports  to  parents. 
Happy  the  teachers  who  can  co-operate  with  parents  and  in- 
duce them  to  second  their  efforts  and  to  supervise  the  lessons 
which  are  to  be  learned  and  the  tasks  that  are  to  be  written. 
From  this  point  of  view,  the  lessons  assigned  for  home  study, 
besides  compelling  the  pupil  to  work  more  than  the  thirty 
hours  requh'ed  in  the  school,  have  this  advantage,  that  they 
oblige  parents  to  interest  themselves  in  the  studies  of  their 
children.  But  home  lessons  ought  to  be  easy,  and  should  not 
require  the  formal  machinery  which  cannot  be  realized  in 
most  families. 

"Home  duties,"  says  M.  Gr^ard,  "ought  to  be  adapted,  as 
the  others  are,  not  only  to  the  very  limited  time  which  pupils 
have  at  their  disposal  after  school,  but  also  and  above  all  to 
the  intensity  of  the  effective  efforts  which  the  pupil  can  make. 
I  am  not  ignorant  of  the  fact  that  in  assigning  these  lessons 
our  teachers  sometimes  do  no  more  than  respond  to  the  de- 
mands of  parents  who  fear  the  lack  of  occupation  in  the 
evening,  and  who  estimate  work  by  the  quantity  of  paper  that, 
is  used.  But  we  ought  not  to  yield  to  unintelligent  desires. 
It  is  doubtless  well  that  the  pupils  of  the  higher  grade  should 
be  occupied  at  home  in  the  evening.  Let  them  engage  in  the 
reading  of  history  and  geography,  in  reproducing  the  explana- 
tion of  words  taken  from  a  lesson  in  grammar,  or  in  solving 
some  problems  in  arithmetic.  This  is  all  well,  but  on  the  ex- 
press condition  that  these  exercises  offer  no  dif&culty  which 
repels  the  child  left  to  himself,  and  that  they  be  connected 
with  a  lesson  on  which  his  memory  is  fresh,  and  particularly 
that  they  be  short." 

519.  Moral  Influence  of  the  Family.  —  That  which 
the  teacher  ought  particularly  to  demand  of  the  family  is 
that  it  should  not  dissipate  his  own  efforts,  that  it  «fcL<5k\i5^ 
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not  contravene  his  instructions,  but  that  it  should  add  its  own 
more  secret,  more  intimate,  more  personal  action  to  that 
which  he  exerts  himself. 

"We  have  the  right  to  expect  much  from  the  active  co- 
operation of  parents,  however  little  they  may  desire  it.  We 
are  not  ignorant  of  the  difficulties  and  obstacles  which  their 
perspicacity  may  encounter.  We  make  allowance  for  illusions 
and  weaknesses.  By  reason  of  their  very  affection,  they  are 
in  danger  of  entertaining  too  high  hopes  and  of  despairing  too 
quickly.  The  cool  and  disinterested  judgment  of  a  teacher  is 
often  necessary  to  re-establish  moderation.  And  who  is  nearer 
the  heart  of  the  child  than  father  and  mother?  Who  can 
better  take  into  account  his  instinctive  propensities  and  his 
nascent  passions;  separate  his  good  qualities  from  his  bad; 
in  his  departures  from  duty  distinguish  the  swooning  or 
transient  revolt  of  radical  weakness  from  obstinate  resistance? 
Who  better  knows  his  sensibility,  and  how  to  excite  it  when 
necessary;  to  subject  him,  according  to  circumstances,  to  the 
necessities  which  arise,  and  to  make  him  triumph  over  the 
difficulties  which  pertain  only  to  himself  ?  Who  can  better 
follow  the  crises  which  arrest  or  hasten  his  development?  In 
a  word,  who  is  better  fitted  to  treat  him  in  all  his  trans- 
formations according  to  his  temperament,  and  give  him  the 
moral  regime   that  is  best  for  him  ? "  ^ 

520.  Moral  Conditions  of  Discipline.  —  The  co-oper- 
ation of  teachers  and  parents  proceeding  in  concert,  hand  in 
hand,  to  correct  the  faults  of  children  and  to  develop  their 
virtues,  is  in  itself  one  of  the  moral  conditions  of  discipline. 

Another  condition  is  the  character  of  the  teacher,  his 
authority,  his  moral  power.  What  is  true  of  programmes 
and  methods  in  instruction  is  also  true  of  rules  in  discipline, 
—  their  value  is  given  to  them  by  those  who  apply  them.  It 
is  at  this  point  that  we  must  always  start,  whether  we  have 

^  M.  Gr^ard,  Memoir  sur  Vesprit  de  discipline. 
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to  do  with  the  internal  government  of  schools  or  with  that 
of  other  human  institutions.  Begin  by  having  men,  and  all 
the  rest  will  be  given  to  you  to  boot. 

521.  Qualities  of  a  Good  Teacher. — Treatises  on 
pedagogy  draw  up  long  catalogues  of  the  qualities  of  a  good 
teacher.  We  do  not  propose  in  this  place  to  present  one  of 
these  catalogues  in  which  the  pedagogic  virtues  are  num- 
bered, and  which  require  the  teachers  to  have  ten  or  a  dozen 
of  them,  more  or  less.  The  moral  education  of  a  teacher 
has  nothing  to  gain  from  these  fastidious  nomenclatures. 
We  shall  simply  say  that  the  best  teacher  is  he  who  has  to 
the  highest  degree  the  disposal  of  intellectual  and  moral 
qualities  ;  he  who  on  the  one  hand  has  the  most  knowledge, 
method,  clearness,  and  vivacity  of  exposition,  and  on  the 
other  is  the  most  energetic,  the  most  devoted  to  his  task,  the 
most  attached  to  his  duties,  and  at  the  same  time  has  most 
affection  for  his  pupils. 

It  would  be  easy  to  show  that  each  of  these  qualities  or 
virtues  is  an  element  of  discipline. 

A  teacher  whose  knowledge  is  not  questioned,  who  is 
never  obscure  in  his  lessons,  who  speaks  with  exactness,  will 
always  be  listened  to  with  respect. 

A  teacher  whose  every  act  is  known  to  be  inspired  by  love 
for  his  pupils,  has  only  to  speak  to  be  obeyed.  He  will 
govern  by  persuasion. 

Especially  a  firm  teacher,  who  possesses  the  serenity  of 
conscious  power,  will  inspire  his  pupils  with  a  salutary  re- 
spect which  will  make  it  impossible  for  them  to  fail  in  their 
tasks. 

In  discussing  the  law  of  1833,  Guizot  stated  the  principal 
qualities  which  he  expected  of  a  teacher  in  the  new  schools, 
as  follows : 

"  All  our  efforts  and    all  ov\y  s;vm^^^^    ^'^  \>^   >i&^'^^'5^'^^  ^^ 
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we  do  not  succeed  in  finding  for  the  reconstructed  public 
school  a  competent  teacher  worthy  of  the  noble  mission  of 
instructing  the  people.  It  cannot  be  too  often  repeated  that 
as  is  the  teacher  so  is  the  school.  And  what  a  happy  union 
of  qualities  is  necessary  to  make  a  good  school-master  1  A 
good  school-master  is  a  man  who  ought  to  know  much  more 
than  he  teaches,  in  order  to  teach  with  intelligence  and  zeal; 
who  ought  to  live  in  an  humble  sphere,  and  who  nevertheless 
ought  to  have  an  elevated  soul  in  order  to  preserve  that  dig- 
nity of  feeling  and  even  of  manner  without  which  he  will 
never  gain  the  respect  and  confidence  of  families;  who  ought 
to  possess  a  rare  union  of  mildness  and  firmness,  for  he  is 
the  inferior  of  many  people  in  a  commune.  But  he  ought 
to  be  the  degraded  servant  of  no  one;  not  ignorant  of  his 
rights,  but  thinking  much  more  of  his  duties;  giving  an  ex- 
ample to  all,  serving  all  as  an  adviser ;  above  all,  not 
desiring  to  withdraw  from  his  occupation,  content  with  his 
tsituation  because  of  the  good  he  is  doing  in  it,  resolved  to 
live  and  die  in  the  bosom  of  the  school,  in  the  service  of 
common-school  instruction,  which  is  for  him  the  service  of 
God  and  of  men.  To  train  teachers  who  approach  such  a 
model  is  a  difl&cult  task ;  and  yet  we  must  succeed  in  it, 
or  we  have  done  nothing  for  common-school  instruction.  A 
bad  school-master,  like  a  bad  cure  or  a  bad  mayor,  is  a 
scourge  to  a  commune.  We  are  certainly  very  often  com- 
pelled to  content  ourstlves  with  ordinary  teachers,  but  we 
must  try  to  train  better  ones,  and  for  this  purpose  primary 
normal  schools   are   indispensable." 

522.  Importance  of  Physical  Qualifications.  —  The 
physical  qualities  of  the  teacher  are  not  themselves  to  be 
despised  as  an  instrument  of  discipline.  Form,  physiognomy, 
and  voice  play  their  part  in  well-conducted  schools.  It  is 
useless  to  insist  on  those  qualities  which  depend  wholly  on 
nature ;  but  what  an  earnest  purpose  can  control  are  the 
general  bearing  of  the  body,  the  appearance  of  the  face,  and 
gestures. 
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"Never  assume  without  an  extreme  necessity,"  said  F^nelon, 
"an  austere  and  imperious  air,  which  makes  children  trem- 
ble. Often  it  is  affectation  and  pedantry  in  those  who 
govern." 

Without  requiring,  as  Fenelon  wished,  that  the  teacher 
should  always  have  a  smiling  and  jovial  face,  it  is  especially 
important  that  he  be  generally  amiable  and  affectionate,  and 
that  he  shun  pedantry  and  despotic  ways. 

523.  Moral  Authority  of  the  Teacher.  —  But  phy- 
sical qualities  are  of  little  account  compared  with  moral 
qualities,  which  are  the  principal  element  of  authority.  By 
dint  of  patience,  energy,  and  activity,  a  teacher,  even 
physically  uncomely,  may  acquire  a  real  ascendancy  over  his 
pupils.  The  teacher  is  not  truly  worthy  of  his  name  of 
master,  except  when  he  masters  his  school  by  the  ascendancy 
of  his  moral  authority.  External  and  in  some  sort  mechan- 
ical means  of  discipline  are  worth  nothing,  unless  they  are 
seconded  by  the  moral  force  which  only  good  teachers 
possess,  and  in  schools  where  this  moral  authority  is  well 
established  thev  become  almost  useless. 

"  To  control  the  wills  of  children,  to  root  in  their  minds 
the  conviction  that  it  is  not  possible  not  to  follow  the 
orders  and  suggestions  of  the  teacher,  to  inspire  them  with 
an  absolute  confidence  in  his  judgment,  —  tliese  are  the 
essential  conditions  for  the  good  government  of  the  school."  ^ 

To  begin  with,  the  teacher  ought  to  make  himself  loved. 
Affection  is  one  of  the  mainsprings  of  human  activity. 
What  will  not  one  do  for  those  whom  he  loves  ?  How  easily 
he  obeys  them !  And  the  best  means  to  make  himself  loved 
is  himself  to  love.  But  the  teacher  ought  also  to  make  him- 
self respected  and  feared.  The  true  discipline  is  the 
mingling  of  mildness  and  severity. 


1  E.  Rendu,  Af anucl,  ^.  ^^.- 
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524.  Continuity  in  Discipline.  —  One  of  the  reasons 
which  the  most  often  weaken  the  authority  of  the  teacher  is 
the  disorder,  the  looseness,  and  the  contradictions  which  he 
introduces  into  the  discipline  that  he  imposes.  A  govern- 
ment which  passes  from  extreme  rigor  to  extreme  weakness, 
which  at  one  time  tolerates  an  excess  of  liberty  and  at 
another  treats  the  lightest  faults  with  severity,  is  the  worst 
of  governments  in  education  as  in  politics.  A  rule  once 
established  should  never  be  departed  from.  I  well  know 
that  this  unvarying  tension,  this  uniformity  which  never 
wavers,  is  a  diflScult  thing ;  but  it  is  a  thing  that  is  neces- 
sary. The  actual  education,  said  Richter  wittily,  resembles 
the  harlequin  of  the  Italian  comedy,  who  comes  on  the  stage 
with  a  bundle  of  papers  under  each  arm.  "What  do  you 
carry  under  your  right  arm?"  "Orders,"  he  replies.  "And 
under  your  left  arm?  "  "  Counter  orders."  Thus  pulled  in 
different  directions,  disconcerted  by  contradictory  orders, 
always  thinking  to  escape  a  rule  which  is  not  imperiously 
followed,  the  pupil  loses  all  control  of  himself  and  goes 
adrift. 

525.  Versatility  in  the  Use  of  Means. — If  it  is  true, 
on  the  one  hand,  that  discipline  ought  to  be  inflexible  in 
the  rules  which  it  imposes,  it  is  none  the  less  necessary,  on 
the  other,  that  it  be  supple  and  variable  in  the  means  which 
it  employs.  All  pupils  have  not  the  same  character,  the 
same  disposition.  What  is  relative  mildness  with  some 
would  be  extreme  severity  with  others.  Just  as  the  pro- 
fessor studies  the  diversity  of  intelligences  in  order  to  find 
access  to  them,  and  adapts  his  instruction  to  the  degree  of 
aptness  of  each  mind,  so  the  educator  ought  to  take  account 
of  differences  of  character,  and  estimate  the  degree  of  power 
and  of  weakness  in  each  temperament,  so  as  to  adjust  aid 

to  need  and   to  distribute  ec\\x\U\iV3  ^^  XX^a  case  requires 
reward  or  punishment. 
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"His  object,"  says  M.  Gr^ard  again,  "is  to  follow  the  child 
across  the  different  phases  of  his  moral  life,  and  in  the 
common  life  whose  rules  he  follows  to  assure  to  him  IJie 
development  of   his   individual   life." 

With  some  the  teacher  must  ever  be  affectionate  and  good ; 
with  others  he  must  use  severity.  At  one  time  he  must 
multiply  excitations  to  arouse  a  sluggish  nature ;  at  another 
he  must  use  moderation  and  constraint. 

With  one  he  must  always  talk  reason  ;  with  another  he  will 
make  a  constant  appeal  to  feeling. 

526.  The  Higher  Purpose  of  Discipline.  —  Discipline 
does  not  tend  merely  to  establish  silence  and  good  order  in 
classes,  assiduous  and  exact  labor;  but  it  thinks  of  the 
future  and  aims  at  training  men.  Its  purpose  in  some 
sort  is  to  make  itself  useless.  School  authority  ought  to  be 
exercised  only  with  the  intention  of  making  the  child  inde- 
pendent of  the  yoke  of  all  external  authority.  Not  that  an 
absolute  enfranchisement  of  the  human  person  is  to  be 
dreamed  of ;  at  every  age  and  in  all  conditions  man  will 
always  have  to  obey,  —  his  superiors  under  the  flag  and  in 
the  workshop,  the  law  and  its  representatives  in  society. 
But  this  necessary  subjection  does  not  prevent  liberty,  which 
is  the  discipline  that  one  imposes  on  himself ;  and  the  object 
of  education  of  all  grades  is  to  make  men  free. 

Hence  the  characteristics  of  the  discipline  truly  liberal, 
which  does  not  attempt  to  establish  obedience  by  fear  and 
passive  habits,  but  which  ever  addresses  itself  to  the  personal 
activity  and  the  will,  which  respects  the  dignity  of  the  child, 
which  exalts  rather  than  humiliates,  which  does  not  stifle  the 
natural  powers,  but  which  trains  them  to  govern  thenj- 
selves. 

"This  reflective  enfranchisement,  which  is  the  purpose  of 
education,"  says    M.    Greard,    "requires  m  Vh\a  Ok\^  '^J^'Ck   xa^ 
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dispensable  conditions  of  inward  toil, — reflection  and  activ* 
ity;  —  reflection,  which  renders  account  to  one's  self,  and 
aotivity,  which  comes  to  a  decision.  No  one  attains  to  self- 
direction  except  at  this  price. 

"  To  put  to  use  the  moral  aptitudes  which  lie  concealed 
in  the  consciousness  of  the  child  and  to  make  him  know 
their  tendencies,  the  evil  as  well  as  the  good;  to  accustom 
him  to  look  clearly  into  his  mmd  and  heart,  to  be  sincere 
and  true,  to  make  him  put  in  practice  in  his  conduct,  little 
by  little,  the  resolutions  he  forms;  insensibly  to  substitute 
for  the  rules  which  have  been  given  him  those  which  he 
gives  himself,  and  for  the  discipline  from  without  that  which 
is  from  within;  to  enfranchise  him,  not  by  beat  of  drum 
after  the  ancient  manner,  but  day  by  day,  by  striking  off 
at  each  step  of  progress  one  link  of  the  chain  which  at- 
taches his  reason  to  the  reason  of  another;  after  having 
thus  aided  him  in  establishing  himself  as  his  own  master,  to 
teach  him  to  come  out  of  himself  and  to  judge  and  govern 
himself  as  he  would  judge  and  govern  others ;  finally,  to 
show  him  above  himself  the  grand  ideas  of  duty,  public  and 
private,  which  are  imposed  on  him  as  a  human  and  social 
being;  —  such  are  the  principles  of  the  education  which  can 
make  the  pupil  pass  from  the  discipline  of  the  school  under 
the  discipline  of  his  own  reason,  and  which  creates  his  moral 
personality  by  calling  it  into  exercise." 
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A.     Page  183. 
The  Doctrine  op  Memory. 

In  stating  the  doctrine  that  the  memory  should  not  anticipate 
the  intelligence,  M.  Compayrd  is  doubtless  in  accord  with  most 
modern  writers  on  education ;  yet  it  seems  to  me  that  this  ground 
is  taken  rather  as  a  recoil  from  an  old  error  than  from  a  due 
consideration  of  the  relation  which  the  memory  bears  to  the  other 
intellectual  faculties.  It  must  be  plain  that  the  exercise  of  the 
intelligence  presupposes  the  presence  of  some  material  on  which 
the  mind  can  react  in  the  way  of  elaboration,  and  that  this 
material  must  be  held  within  the  range  of  the  mind's  elaborative 
power.  Retention  and  representation  must  therefore  precede  the 
process  of  thought.  To  say  that  we  should  memorize  only  what 
we  understand  is  very  much  like  saying  that  we  should  commit 
nothing  to  the  stomach  until  it  has  been  digested.  We  eat  to 
the  end  that  we  may  digest;  and  we  must  confide  material 
to  the  retentive  power  of  the  mind  in  order  that  the  intelli- 
gence may  have  something  to  work  upon.  The  only  question 
in  the  case  seems  to  me  to  be  this :  Shall  this  material  be  held 
loosely,  by  what  the  author  calls  the  "  liberal  memory  of  ideas," 
or  exactly,  by  what  he   calls  the  "  strict  memory  of  words "  ? 

This  last  is  doubtless  what  is  usually  called  "  memorizing,"  or 
"learning  by  heart."  In  many  cases  informal,  or  loose,  memoriz- 
ing  will  suffice;  but  in  other  cases  exact  or  verbal  memorizing 
is  best.  But  in  either  cai>e  the  memory  must  anticipate  the 
intelligence. 


478  APPENDIX. 

Material  that  havS  been  transformed  by  the  elaborative  power 
of  the  mind  (the  understanding)  must  then  be  held  for  the  per- 
manent use  or  adornment  of  the  spirit  by  a  sort  of  organic  regis- 
tration ;  and  it  is  doubtless  this  final  and  perfect  form  of  the 
retentive  process  which  writers  have  in  view  when  they  say  that 
nothing  must  be  memorized  which  is  not  understood.  II  it  is 
recollected  that  there  is  also  a  form  of  retention  which  precedes 
the  act  of  thought  proper,  all  the  real  difficulties  of  this  subject 
will  disappear,  and  there  will  be  no  antagonism  between  psycho* 
logical  theory  and  the  universal  practice  of  mankind.     (P.) 


B.     Page  282. 
Analysis  and  Synthesis. 

That  writers  on  education  use  the  terras  analysis  and  synthesis 
in  directly  contrary  senses,  and  that  great  confusion  has  thereby 
been  introduced  into  the  discussion  of  method,  is  a  fact  which 
must  be  admitted  and  one  which  is  grejatly  to  be  deplored ;  but 
the  important  question  still  remains,  Is  there  a  real  and  an 
intelligible  sense  in  which  these  terms  are  descriptive  of  mental 
phenomena?  Is  there  a  mode  of  mental  activity  in  which  aggre- 
gates are  resolved  into  constituent  parts,  and  another  mode  in 
which  parts  are  reconstructed  into  aggregates  ?  If  there  is,  then 
the  term  analysis  may  be  intelligently  applied  to  the  first  and 
the  term  synthesis  to  the  second. 

As  to  the  psychological  fact  there  can  be  no  doubt.  Perhaps 
the  clearest  statement  of  this  law  of  mental  activity  has  been 
made  by  Sir  William  Hamilton  in  these  terms : 

"  The  first  procedure  of  the  mind  in  the  elaboration  of  its 
knowledge  is  always  analytical.  It  descends  from  the  whole 
to  the  parts,  from  the  vague  to  the  definite." 

"  This  is  the  fundamental  procedure  of  philosophy,  and  is  called 
by  a  Greek  term  Analysis.''* 

^^But  though  analysis  be  the  fundamental  procedure,  it  is  still 
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only  a  means  towards  an  end.  We  analyze  only  that  we  may 
comprehend ;  and  we  comprehend  only  inasmuch  as  we  are  able 
to  reconstruct  in  thought  the  complex  effects  which  we  have 
analyzed  into  their  elements.  This  mental  reconstruction  is, 
therefore,  the  final,  the  consummative  procedure  of  philosophy, 
and  is  familiarly  known  by  the  Greek  term   Synthesis" 

It  thus  appears  that  the  terms  analysis  and  synthesis,  employed 
in  the  very  same  sense  as  in  chen)istry,  are  necessary  in  ordei 
to  formulate  a  fundamental  law  of  mental  activity ;  and  this  law 
is  the  safest  clew  we  have  in  the  discussion  of  method,  as  it  evi- 
dently underlies  the  whole  art  of  presentation.    (P.) 


C.    Page  298. 

The  Problem  op  Primary  Reading. 

This  problem  admits  of  what  might  be  called  a  psychological 
solution,  and  furnishes  a  typical  illustration  of  the  deduction  of 
a  method  from  a  general  principle.  This  problem  may  be  stated 
comprehensively  as  follows : 

To  assist  the  child  in  making  the  most  direct  transition  from  spoken 
to  vxriUen  language. 

Or,  the  problem  may  be  stated  analytically  in  these  terms : 

(1)  To  teach  the  child  a  small  and  select  vocabulary  of  printed  words; 
and  (2)  to  give  him  power  to  name  new  words  for  himself, 

1.  The  principal  methods  that  have  been  employed  for  intro- 
ducing the  child  to  the  art  of  reading  are  the  following :  (1.) 
The  Alphabetic;  (2.)  The  Phonic;  (3.)  The  Phonetic ;  (4.)  The 
Word;  (5.)  The  Sentence,  The  first  three  methods  proceed 
from  elements  (letters)  to  aggregates  (words),  and  are  therefore 
analytic ;  while  the  last  two  proceed  from  aggregates  (words  or 
sentences)  to  elements  (syllables  and  letters),  and  are  therefore 
synthetic.  The  question  now  at  issue  is  this :  Which  procedure 
conforms  to  the  organic  mode  of  mental  activity,  the  analytic 
or  the  synthetic?    From  the  psychological  law  &ta.tfed  xxsAk^^  ^&^ 
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the  inference  is  irresistible  that  preference  must  be  given  to 
methods  which  are  analytical ;  so  that  our  choice  is  now  between 
the  Word  and  the  Sentence  methods.  Both  are  correct  in 
principle ;  but  as  the  smaller  aggregate  seems  to  me  the  more 
convenient  and  manageable,  I  give  my  preferences  to  the  Word 
Method. 

2.  In  order  to  name  (pronounce)  new  words  for  himself,  a  child 
must  know  three  things :  (1.)  The  letters  of  the  alphabet ;  (2.) 
The  elementary  sounds  of  the  language ;  and  (3.)  The  association 
of  letter  and  sound.  It  nmst  be  plain  that  in  order  to  pronounce 
a  new  word  of  his  own  accord,  the  pupil  must  be  able  to  infer  its 
name  from  its  /o77»,  and  reading  aloud  might  be  called  translating 
form  into  sound;  and  this  power  of  inference,  though  never 
infallible,  can  be  gained  from  a  ready  knowledge  of  these  three 
elements. 

The  question  now  presented  is  this:  How  can  these  three 
things  be  taught  the  most  expeditiously  ?  Without  entering  into 
any  explanation  or  discussion  the  following  summary  answer  may 
be  given  :  (1.)  The  easiest  way  to  teach  the  elements  of  words  is 
by  requiring  the  pupil  to  print  or  draw  them  on  slate,  board, 
or  paper ;  (2.)  The  best  way  to  teach  the  elementary  sounds  of 
the  language  is  by  phonic  analysis  or  slow  pronunciation;  (3.) 
The  association  of  letter  and  sound  is  best  taught  by  oral  spelling. 

According  to  this  analysis  the  successive  steps  in  teaching  a 
child  to  read  are  as  follow : 

1.  Teaching  the  names  of  familiar  words  (say  two  hundred),  at 
sight  upon  the  authority  of  the  teacher; 

2.  Teaching  the  names  of  the  letters  by  printing  words ; 

3.  Teaching  the  elementary  soimds  by  the  analysis  of  spoken 
words ; 

4.  Teaching  the  powers  of  the  letters  by  oral  spelling.    (P.) 

D.     Page  366. 
The  Value  of  Subjects. 

Three  ideas  should  be  embodied  in  a  course  of  study  :  (1.)  The 
idea  of  training  or  discipline*,  {^>^  T\v^  idea  of  practical  utility; 
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(3.)  The  idea  of  culture,  one  chief  mark  of  which  is  contem- 
plative delight.  Under  another  form  this  thought  may  be 
expressed  as  follows :  Education  should  form  or  train  the  mind, 
and  furnish  it  with  knowledge  for  two  purposes,  —  practical  use 
and  enjoyment.  The  three  values  involved  in  studies  may  be 
called  the  disciplinary,  the  practical,  and  the  culture  values  respect- 
ively. Every  subject  doubtless  has  these  three  values,  though  in 
different  degrees,  but  each  subject  is  characterized  by  what  may 
be  called  its  major  value.  In  other  terms,  there  are  three  lines 
of  defence  for  the  various  studies  included  in  a  curriculum,  and 
a  subject  which  is  known  to  have  a  high  value  of  either  sort  is 
entitled  to  a  place  in  a  course  of  study. 

A  disciplinary  study  communicates  power;  a  practical  study 
furnishes  knowledge  for  use ;  and  a  culture  study  communicates 
organic  power  and  furnishes  knowledge  for  enjoyment.  With 
this  distinction,  and  with  major  values  in  view,  the  studies  of 
the  common  school  course  may  be  grouped  as  follow: 

1.  Practical  Studies: Reading,  writing,  spelling,  the  fundamental 
processes  of  arithmetic,  language  lessons,  hygiene,  civics. 

2.  Disciplinary  Studies;  Arithmetic  and  grammar. 

3.  Culture  Studies:  Geography,  history,  and  literature. 

Geography  has  the  same  kind  of  value  as  travel,  and  it  might 
be  called  traveling  by  proxy.  The  direct  practical  value  of 
Geography,  that  is,  its  value  as  estimated  by  the  actual  use  which 
each  individual  makes  of  it,  is  very  small;  while  its  indirect 
value,  that  is,  the  value  which  comes  to  us  through  the  knowledge 
which  other  persons  have  of  it,  is  very  large.  One  may  be  igno- 
rant of  an  art  or  science,  and  yet  may  enjoy  all  the  practical 
benefits  flowing  from  it.  In  all  such  cases  its  value  is  of  the 
indirect  order.  In  constructing  a  course  of  study  for  a  common 
school,  only  direct  practical  values  must  be  taken  into  account. 
In  Chapter  III.  of  my  "Contributions  to  the  Science  of  Educar 
tion  "  I  have  discussed  this  subject  at  some  length.     (P.) 
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Abstxaction,  169;  child's  repug- 
nance to,  173 ;  difficulties  of,  174. 

Action,  relation  of  feeling  to,  196. 

Adolphus,  Gustavus,  149. 

Esthetic  education,  245. 

Agriculture,  teaching  of,  438. 

Alexander  the  Great,  149. 

Amoras,  43,  234. 

Analysis,  280,  478;  grammatical 
and  logical,  336. 

Ancients,  aesthetic  education 
among,  249. 

Antoine,  M.,  146. 

Aptitudes,  special,  71. 

Apollo,  146. 

Aristotle,  187. 

Arithmetic,  440,  445;  importance 
of,  379 ;  utmty  of,  381 ;  child's 
taste  for,  381 ;  general  method 
of,  382;  material  aids,  384; 
numeral  frames,  counting-ma- 
chines, 385;  mental,  385;  prob- 
lems, 386 ;  metric  system,  387 ; 
faults,  388. 

Arts,  249;  and  morals,  250;  a 
source  of  pleasure,  251 ;  in  com- 
mon schools,  263 ;  as  moralizers, 
250. 


Association  of  ideas,  135. 
Attention,  culture  of,  94. 

Bachelier,  417. 

Bacon,  Lord,  269,  287. 

Bain,  Professor,  13n,  18,  74,  115, 
120,  125,  134,  141,  173,  175,  176, 
211,  225,  245,  251,  252,  256,  291n, 
295,  312,  3l5,  316,  318,  319,  321, 
330n,  331n,  332, 334,  351,  361,  365, 
366,  367,  369,  371,  375,  380,  382, 
383, 387, 455,  457,  458,  459,  460. 

Baldwin,  James,  55,  72. 

Beautiful,  love  of  the,  248;  how 
cultivated,  253. 

Belgium,  schools  of,  443,  methodB 
in,  298,  341. 

Bentham,  92. 

Berger,  306,  333. 

Bert,  Paul,  393,  395,  435,  439. 

Bible,  in  moral  education,  224. 

Bishop  of  Versailles,  50n. 

Blackie,  J.  S.,90, 133, 135, 149,  158, 
206,  222,  224,  244. 

Bossuet,  24, 169,  231,  460. 

Botany,  394. 

Bourdaloue,  243. 

Bracket,  334. 
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Braun,  M.  H.,  270n,  360. 

Br^al,  110,  326,  332,  334.  340. 

Bridgman,  Laura,  77. 

Brooks,  Edw.,  69. 

Brouard,  298,  307. 

BufEon,  97. 

Buisson,  21,  176n,  280n,  284,  286, 
287,  295,  299,  301,  303,  323,  364, 
360,  367,  373,  374,  376,  386n,  388, 
398,  420. 

Byron,  Lord,  206. 

Cadet,  F.,  341, 443. 

Campan,  Mme.,  116, 117, 461. 

Cartesians,  the,  210,  247. 

Chalamet,  Mile.,  42,  66,  148,  196, 
264,  293,  311,  313,  381,  422,  428. 

Champfleury,  152, 198. 

Character,  244. 

Charbonneau,  282. 

Chateaubriand,  114. 

Chauvet,  27. 

Chemistry,  394. 

Child,  physiology  of,  33 ;  intellect- 
ual state  of,  69 ;  respect  for,  64 ; 
in  the  cradle,  73;  memory  in 
the,  115 ;  has  it  creative  imagin- 
ation 1  145 ;  judgment  in  the, 
162  ;  tendency  to  generalize,  171 ; 
repugnance  to  abstraction,  173; 
reasoning  in  the,  178;  develop- 
ment of  sympathy  in  the,  189; 
marks  of  sensibility,  190 ;  neither 
good  nor  bad,  208  ;  evil  instincts 
of,  209 ;  moral  sense  in  the,  214  ; 
imitative  instinct  in  the,  220; 
will  in  the,  228 ;  taste  for  num- 
bers, 381. 

Cinderella,  161. 

Civic  instruction,  history  and,  360, 


411 ;  teaching,  397, 408 ;  necessity 

of,  409 ;   methods  in,  411 ;    and 

politics,  412. 
Classification,  of  pupils,  466. 
Cleanliness,  38. 
Clothing,  29. 
Cocheris,  320. 
Color-blindness,  87. 
Comenius,  76, 144, 161,  241,  302. 
Composition,    153;    exercises    in, 

338 ;  from  pictures,  340. 
Condillac,  75,  96, 178,  227. 
Condorcet,  199. 
Conscience,  203, 212. 
Consciousness,  94;   education  of, 

95. 
Counting-machines,  386. 
Cuignet,  82. 
Culture,  methods  of,  66;    of    the 

senses,  76 ;  of  the  attention,  94. 
Curiosity,  106. 

Daguet,  267,  276,  280,  282. 

Darwin,  214. 

Da  Vinci,  Leonardo,  253. 

Deduction,  180,  181,  276. 

De  Guimps,  Roger,  219n,  430. 

Delaunay,  299. 

Denzel,  11. 

De  Maintenon,  Mme.,  132, 196,  460. 

De  St.  Pierre,  Abbe,  165, 197. 

De  Sales,  136. 

De  Saussure,  10,  69,  60,  68,  79,  83, 

101,  107,  125,  139,  147,  152,  155, 

157,  160,  208,  211,  240,  254,  269, 

403. 
De  Sevigne,  Mme.,  37,  143. 
Desire,    difference    between    will 

and,  228. 
De  Stael,  Mme.,  67. 
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Dictation  exercises,  445. 

Didactics,  267. 

Diderot,  180,  449. 

Diesterweg,  6,  7, 17. 

Difficulties,  in  education  of  the 
feelings,  188;  in  moral  educa- 
tion, 219. 

Discipline,  music  and,  480 ;  school, 
447 ;  means  of,  447 ;  of  conse- 
quences, 460  ;  in  general,  463  ; 
moral  conditions  of,  470 ;  impor- 
tance of  physical  qualifications, 
472;  versatility  in  the  use  of 
means,  474;  continuity  in,  474; 
higher  purpose  of,  476. 

Dor^,  a,  121. 

Douliot,  134n. 

Drawing,  in  the  common  school, 
417 ;  historical,  418 ;  definitions, 
420;  programme,  420;  at  what 
age  should  instruction  in  it 
begin  ?  421 ;  children's  taste 
for,  422 ;  taste  for  coloring, 
422;  two  methods,  423;  partic- 
ular advice,  426. 

Duclos,  296. 

Dupange,  M.,  429,  431. 

Dupanloup,  13n,  16,  64,  64, 106. 

Duruy,  343. 

Duties,  the  teacher's,  out  of  school, 
467. 

Economy,  domestic,  443. 

Edgeworth,  Miss,  89, 105,  108,  109, 
110,  162,  193,  245. 

Education,  origin  of  the  word,  3; 
the  prerogative  of  man,  3;  is 
there  a  science  of  ?  4 ;  pedagogy 
and,  4 ;  definitions,  9  ;  divisions, 
13,  14;  liberal,  16;  the  work  of 


liberty,  19;  of  authority,  20; 
power  and  limits  of,  23 ;  and  the 
school,  24;  in  a  republic,  26; 
character-building  the  supreme 
end,  26;  physical,  28;  intel- 
lectual, 52  ;  progressive,  60 ;  pain 
in,  68 ;  practical,  71 ;  of  the 
senses,  73 ;  of  conciousness,  96 ; 
of  the  memory,  114 ;  of  the  imag- 
ination, 138 ;  of  the  judgment, 
159;  of  the  reason,  179;  of  the 
feelings,  185 ;  abuse  of  the  feel- 
ings in,  191 ;  moral,  203,  397  ;  in 
liberty,  233 ;  the  wQl  and,  240 
religious,  245;  aesthetic,  245 
self,  241;  of  the  heart,  402 
through  reflection,  through  prac- 
tice, 403. 

Effort,  necessity  of,  67. 

Egger,  74,  103,  147,  152,  156,  164, 
216. 

Elocution,  341. 

Emerson,  19n. 

Emotions,  division  of,  186 ;  relation 
to  ideas,  194 ;  to  action,  196. 

Emulation,  in    school   discipline, 
448. 

English  methods,  176,  258,  347, 350. 

Esquimaux,  anecdote  of,  109. 


Faculties,  equilibrium  and  har- 
mony of,  61;  mutual  support 
of,  62  ;  moral,  203. 

Family,  moral  influence  of  the, 
469. 

Feelings,  culture  of  the,  485 ;  relar 
tion  of  the  will  to  the,  230 ;  the 
higher,  246. 

Fe'nelon,  24,  67,  106,  200,  286,  333, 
450,  473. 
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Ferri,  L.,  217. 

Ferry,  Jules,  412,  433,  434. 

Feudal  system,  lesson  on  the,  355. 

Feuerbach,  39. 

FeuiUet,  M.,  460,  452. 

Fitch,  130,  347. 

France,  public  school  system  of, 

416 ;  methods  in,  258 ;  University 

of,  416. 
Franklin,  Dr.,  234. 
Frieh,  381. 
Froebel,  49,  70,  78,   79,    105,   151, 

275n,  300,  390,  419,  421. 
Foncin,  367, 
Fontenelle,  23, 126,  239. 
Food,  39. 

Foussagrives,  39,  87, 102. 
Forms,  geometrical,  419. 

Gauthey,  143,  146,  153,  196,  201, 
221,  242. 

Generalization,  169,  174,  176,  481. 

Geography,  362,  445;  progress  in 
studies,  362 :  new  methods,  363 ; 
definitions,  364;  utility  of,  365; 
divisions,  366 ;  begin  early,  368  ; 
methods,  369 ;  national,  370 ; 
correct  methods  in,  371 ;  maps, 
373 ;  globe,  376  ;  text-books,  376 ; 
physical,  in  the  education  of  the 
reason,  179. 

Geometry,  419,  440;  in  common 
schools,  389 ;  purpose  and  meth- 
od of,  390;  elementary  course, 
391 ;  intuitive,  392  ;  tachymetry, 
392. 

George,  Dr.,  36. 

German  schools,  165 ;  methods  in, 
294,  296,  350. 

Gill,  273n. 


Gu^rd,  Pere.  151, 187,  328,  365. 

Girardin,  31. 

Globe,  in  geography,  376. 

Goldsmith,  38. 

Good,  love  of  the,  225. 

Grammar,  327-9, 445 ;  necessity  of » 
330;  true  method,  331;  text- 
books, 332 ;  qualities  of  a  gooa 
text-book,  333 ;  historical,  333. 

Grant,  Horace,  102. 

Gre'ard,  P^re,  46n,  64, 79, 90, 92, 291, 
331,  337,  339,  340,  342,  346,  350, 
359,  369,  410,  434,  442,  444,  462, 
468-70,  475. 

Greeks,  the,  29,  249,  254 ;  their  lan- 
guage, 334 ;  their  education,  429, 
450. 

Guizot,  M.,  24,  61, 114,  186,  295, 
471. 

Guizot,  Mme.,  71, 192, 207,  209,  212. 

Guillaume,  M.  E.,  294,  298n,  425. 

Gymnastics,  36,40,  234n,  433 ;  mili- 
tary, 43 ;  for  girls,  44 ;  pro 
grammes  for,  46  ;  play  and,  47. 

Habit,  227  ;  habits,  236. 

Hall,  294. 

Hardouin,  P^re,  126n. 

Hamilton,  Sir  Wm.,  478. 

Hearing,  education  of  the,  81. 

Hegel,  186. 

Helvetius,  23. 

Herder,  254,  328,  368. 

History,  445;  education  of  tht- 
reason  by,  179;  exciting  patriot 
ism,  194,  343;  in  moral  educa 
tion,  221 ;  in  common  schools, 
343;  purpose  of,  343;  influence 
on  the  development  of  the  mind, 
344;  character  and  limits  of  in- 
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struction,  345 ;  fundamental  no- 
tions, 346 ;  two  systems,  347 ;  old 
system,  school  programme,  348 ; 
regressive  method,  360  ;  general 
method,  ordinary  faults,  351 ; 
snggestions,  352 ;  intuition  in, 
353 ;  lesson  on  the  feudal  system, 
355;  text-books,  357;  summaries, 
and  narratives,  358 ;  incidental 
aids,  359 ;  civic  instruction,  360, 
411 ;  and  geography,  360. 

Homer,  282,  297-8,  338-9,  384. 

Humanities,  the,  15. 

Hume,  154. 

Huxley,  15. 

Hygiene,  school,  36 ;  of  the  senses, 
76 ;  myopia,  87. 

Ideas,  general  and  abstract,  170, 
173;  general  before  language, 
171;  relation  of  emotions  to, 
194;  difference  between  will 
and,  229. 

Imagination,  education  of  the,  138. 

"  Imitation  of  Jesus  Christ,"  220. 

Induction,  180,  276;  essential 
points  and  examples,  183. 

Inequalities,  intellectual,  70. 

Instruction,  methods  of,  56;  pleas- 
ure in,  67. 

Intellectual  education,  52. 

Intelligence,  beginning  of,  73. 

Intuition,  283 ;  in  history,  353 ;  in- 
tuitions, 174-5. 

Jacotot,  70, 120, 124,  275n,  297,  299, 

361. 
Jacoulet,  81. 
Janet,  Paul,  95, 139,  170,  259,  397, 

399,  401,  403,  408. 


Jansenists,  the,  208. 

Javal,  Dr.,  43n. 

Jesuits,  the,  16,  68. 

Johnson,  Dr.,  132. 

Johonnot,  James,  65,  129>  313-4, 

318. 
Joly,  11,  68. 
Jouffroy,  191. 
Jowett,  19n. 
Judgment,  the,  126,  159;   culture 

of  the,  161 ;  in  the  child,  162. 

Kant,  10, 11, 18,  20,  62,  67,  111,  127, 
140, 147,  200, 208-9,  213-4,  232-3, 
236,  243,  260. 

Kindergarten,  the,  300. 

Kingsley,  Charles,  36. 

Knowledge,  and  will,  227. 

Kohn,  M.,  87. 

Laboulaye,  168. 
La  Bruyere,  209,  452. 
Lacombe,  107. 
Laisne,  44,  46n,  48. 
La  Fontaine,  122-3n,  146,  209,  257. 
Lakanal,  292. 

Language,  the  study  of,  325;  les- 
sons, 328. 
La  Rochefoucauld,  242. 
Larominguibre,  98. 
Latin,  the  study  of,  41,  334ii. 
I^urie,  S.  S.,  288,  386. 
Lavisse,  346,  355. 
Legouv^,  83, 118, 136, 210. 
Leibnitz,  25,  95n,  117. 
Levasseur,  370,  372. 
Leyssenne,  390-1. 
Lhomond,  330,  361. 
Liberty,  231 ;  education  in,  233. 
Life,  importance  of  the  will  in,  244 
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Lincoln,  D.  F.,  86. 

Literature,  teaching,  341. 

Littr^,  281,  366. 

Locke,  9,  28,  31,  37,  39,  62,  70,  75, 

107,  112,  119-20,  178,  180,  224. 

293,  421,  434,  450,  459. 
Luther,  149. 
Luys,  120. 

Maclaren,  A.,  86. 

Malebranche,  139. 

Mann,  Horace,  14,  25,  26. 

Manual  labor,  in  common  schools, 
433 ;  importance  of,  433 ;  indus- 
tries in  schools  for  boys,  435; 
who  should  give  lessons,  436; 
order  of  lessons,  437;  a^cul- 
ture,  438;  military  drill,  439; 
industries  in  schools  for  girls, 
440 ;  needle-work,  441 ;  abuses 
of,  442  ;  domestic  economy,  443. 

Maps,  in  general,  373;  in  atlas, 
373 ;  wall,  374 ;  relief,  374. 

Marcel,  338. 

Marcellus,  353. 

Marche-Girard,  Mile.,  127. 

Marcus  Aurelius,  223. 

Marion,  5,  11,  23,  31,  51,  122n,  191, 
199,  202,  237,  246,  250,  258,  269, 
402. 

Martha,  M.,  257. 

Mathematics,  180,  380. 

Military  drill,  439. 

Mill,  James,  12. 

Mill,  John  Stuart,  10,  234,  252. 

Mind,  instruction  and  education 
of,  54  ;  not  a  vase,  but  a  fire,  63 ; 
inner  development  of,  68. 

Memory,  the  doctrine  of,  133,  477  ; 
education  of  the,  114 ;  function 


in  geography,  372 ;  in  arithmetic, 
387. 

Mental  arithmetic,  385. 

Methodology,  267. 

Methods,  56,  69,  265-6,  272. 

Metric  system,  382, 388. 

Mineralogy,  394. 

Mnemonics,  134. 

Mobiles,  191. 

Moli^re,  178. 

Mnntnignr^  ?9,  7S^,  lift,  l^^iO  1?7, 
129, 133, 161, 186,  238,  299r 

Morality,  216. 

Morals,  consequence  of  defective 
attention  in,   113;    and  educa- 
tion, 185, 203,  260 ;  teaching,  397 
topics,  399;   scope   and    limits 
399;  courses,  400;  methods,  401 
characteristics    of     instruction 
401 ;  teaching  through  the  heart 
402;    through    reflection,    403 
through  practice,  403 ;  exercises 
404;    example   of  the   teacher 
405;     incidental     marks,    406 
reading,  407 ;  poetry,  407 ;  theo- 
retical, 408 ;  lay  rights,  413  ;  in- 
fluence of  music,  428 ;  influence 
of  family  on,  469. 

Mother-tongue,  study  of  the,  325. 

Motives,  191. 

Movement,  need  of,  104. 

Mozart,  121. 

Museums,  school,  313. 

Music,  moral  influence  of,  429, 
and  discipline,  430;  theory  of, 
432. 

Myopia,  in  children,  87. 

Namur,  283. 

Napoleon  I.,  206,  429. 

Narratives,  149. 
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Nature,  principles  of,  16 ;  what  are 
we  to  understand  by  ?  17 ;  re- 
strictions, 18. 

Newton,  97,  178. 

Nicole,  62,  68,  71,  97, 178,  330,  368. 

Niemeyer,  11. 

Non  multa,  sed  multum,  64. 

Novelty,  effects  upon  attention, 
108. 

Numeral  frames,  384. 

Observation,  89  ;  in  the  child,  90. 

Object-lessons,  175,  285,  310;  rules 
for,  317  ;  method  of,  324 ;  in 
arithmetic  and  geometry,  393; 
in  science,  394. 

Oral  exercises,  445. 

Orthography,  328, 335.    See  "  Spell- 
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Page,  David  P.,  304. 

Pain,  199 ;  in  education,  68. 

Pape-Carpantier,  Mme.,  38,  46,  65, 
87,  89,  93,  140,  196n,  302,  311, 
313,  319,  324,  338,  3M,  442. 

Parents,  co-operation  with  teach- 
ers, 468. 

Pascal,  30,  114,  123,  139,  253,  446, 
452. 

Passions,  the,  201. 

Payne,  W.  II.,  notes  by,  5,  8, 17-8, 
41,  52-3,  m,  101,  298,  326-7,  336, 
392;  the  doctrine  of  memory, 
477;  analysis  and  synthesis, 
478;  the  problem  of  primary 
reading,  479 ;  value  of  subjects, 
480. 

Pe'caut,  Dr.,  36,  46n,  151,  406. 

Pedagogics,  5. 

Pedagogy,  its  scientific  principles. 


7 ;  relation  to  psychology,  7 ;  to 

other  sciences,  9 ;  practical,  265. 
Perception,  89. 

Perceptions,  14 ;  acquired,  77. 
Pe'rez,  Bernard,  80, 86,  99, 171, 189, 

214,  217,  248. 
Pestalozzi,  8,  20,  78, 141, 153,  218ii, 

219,  268,  275n,  285,  306,  310,  321, 

363,  410,  419,  431,  459,  463. 
Peter  the  Great,  38. 
Phillip,  Frere,  162. 
Physical  education,  28;   in  Eng- 
land, 49. 
Physics,  394. 

Physiology,  of  the  child,  33. 
Pictures,  144. 
Pillans,  Professor,  67. 
Plato,  10,  19n,  23,  30,  45,  50,  249, 

429. 
Platrier,  312. 
Play,  152;    and  gymnastics,  47; 

necessity  of,  48 ;  imagination  in, 

152. 
Pleasure,  199 ;  in  instruction,  67. 
Plutarch,  223,  225. 
Poetry,  150 ;  in  moral  instruction, 

407. 
Politics,  and  civic  instmction,  412. 
Pomp^e,  218n. 
Port  Royal,  265,  295 ;   logic,  124, 

161. 
Practical,  aim  of  education  the,  71. 
Practice,  education  through,  403. 
Precepts,  in  moral  education,  244. 
Prizes,  455. 

Problems,  in  arithmetic,  386. 
Psychology,  relation  of  pedagogy 

to,  7;    is  there  an   infant?   8; 

methods  based  on,  57. 
Pimishments,    456 ;     reprimands. 
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466 ;  actual,  467  ;  threats,  457  ; 
tasks  or  impositions,  458 ;  cor- 
poral, 459 ;  general  rules,  459. 

Quintilian,  143n. 

Rabelais,  132,  460. 

Rambert,  384. 

Ravaisson,  M.,  253,  255,  424. 

Reading,  290,  445 ;  teaching,  292  ; 
alphabetic  method,  294;  pho- 
netic, 296;  analytic  and  syn- 
thetic, 297  ;  taught  with  writing, 
298;  accessory  processes,  302; 
expressive,  304 ;  in  moral  in- 
struction, 407;  primary,  479; 
word  method,  480. 

Reasoning,  159, 177 ;  education  in, 
179 ;  exercises  in,  181. 

Reclus,  Elisee,  371. 

Recitation,  selections  for,  131. 

Reflection,  the  faculties  of,  59 ;  ed- 
ucation through,  403. 

Religious  education,  245;  senti- 
ment, 258;  in  common  schools, 
259 ;  morals  and,  200. 

Rendu,  E.,  123n,  131,  255,  303n, 
306-7,  386,  454,  403-4,  473. 

Rewards,  447 ;  kinds  of,  454 ;  praise 
and  commendation,  454;  other, 
455. 

Riant,  36. 

Ribot,  23,  120. 

Richter,  474. 

Rigault,  254n. 

RoUin,  121-3,  450,  468. 

Romans,  the,  172. 

Romances,  151. 

Rousseau,  6, 12,  16,  18,  31,  30,  58, 
01,  65,  67,  74n,  75,  78,  79,  80, 110, 


139, 146, 150, 160, 164, 180, 186-7, 
192-3,  207-8,  210,  219,  233,  236, 
246,  260,  293,  310,  363,  418,  434, 
450. 

Rousselot,  154n,  242,  265n,  304. 

Rules,  pedagogical,  175;  for  the 
education  of  the  feelings,  193. 

Saffray,  Dr.,  82. 

St.  Augustine,  208,  416. 

St.  Paul,  208. 

Schrader,  367. 

Science,  education  of  the  reason 
by,  179;  of  education,  is  there 
a?  4. 

Sciences,  in  common  schools,  379, 
393;  programmes  and  methods, 
394 ;  practical  character,  395  ; 
scientilic  excursions,  395 ;  text- 
books, 395. 

Sensations,  75. 

Sense-intuitions,  70. 

Sense-perception,  abuse  of,  322. 

Senses,  education  of  the,  73 ;  atr 
tention  through  the,  103. 

Sewing,  domestic,  441. 

Sight,  education  of  the,  83. 

Simon,  Jules,  11. 

Singing,  in  the  common  schools, 
427 ;  in  maternal  schools ;  moral 
influence  of,  428;  and  discipline, 
430 ;  choice  of  pieces,  430  ;  moth- 
ocs  and  processes,  431 ;  intuition 
in,  431 ;  theory  of,  432. 

Sisyphus,  96. 

Smell,  education  of  the,  79. 

Socrates,  lOn,  53. 

Souvestre,  27. 

Spelling,  the  old  and  the  new,  296 
See  "  Orthography." 
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Spencer,  H.,  10,  29,  34,  37-40,  44, 
47-8,  63,  58,  05-7,  91,  128,  312, 
316, 328, 340, 387,  391,  404,  422-3, 
460-2. 

Stein,  11. 

Studies,  66 ;  value  of  subjecis,  480. 

Sully,  13n,  109,  148,  168,  191,  201, 
230. 

Supervision,  necessity  of  vigorous, 
466. 

Swiss  methods,  273,  281,  298,  338. 

Syllogism,  the,  181. 

Synthesis,  280,  478. 

Tachymetry,  392. 

Taine,  H.,  49, 163,  172. 

Tales,  148. 

Talleyrand,  267. 

Taste,  culture  of  the,  79,  256. 

Teacher,  example  of  the,  405 ;  co- 
operation with  parents,  468 ; 
qualitiels  of  a  good,  471 ;  moral 
authority  of  the,  473. 

Teaching,  abuse  of  abstraction  in, 
173 ;  morals,  204. 

Text-books,  in  grammar,  332 ;  in 
science,  395. 

Tiedemann,  147. 

Time,  distribution  of,  463 ;  general 
principles  for,  464. 


Tissot,  Dr.,  46n. 
Truth,  246. 

Vaiet,  208. 

Variety,  effects  of,  108. 

Vauvenargues,  127. 

Vergnes,  Capt.,  40. 

Verne,  Jules,  161. 

Vernet,  H.,  121. 

Vessiot,  206,  217,  219. 

Villemain,  120. 

Vincent,  M.,  442. 

Vinet,  237. 

Vitoe,  non  scholce,  discitur,  71. 

Vitet,  410. 

Voice,  the  teacher's,  330. 

Volney,  38. 

Voltaire,  346. 

Von  Sydow,  374. 

White,  E.  E.,  9n. 

Wickersham,  J.  P.,  69,  312,  316 

322,  364. 
Words,  without  things,  321. 
Writing,  290 ;  taught  with  reading; 

298 ;  teaching,  306 

Zocilogy,  394. 
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.  Education. 


"Thou  that  teachest  another,  teachest  thou  pot  thyself?'* 


CpOR  American  Schools  and  American  Scholarship  there  is  no 
more  healthful  sign  than  the  newly-awakened  interest  of  teach- 
^  ers  in  all  that  pertains  to  successful  work  and  personal  culture.  At 
the  outset  of  this  great  and  wide-spread  movement  in  favor  of  better 
methods  and  worthier  results,  it  was  but  natural  that  the  practical  side 
01  education  should  be  treated  out  of  all  proportion,  while  its  theoreti- 
cal and  historical  aspects  should  be  somewhat  overlooked.  But  if 
education  is  to  become  a  science  and  teaching  to  be  practised  as  an 
art,  one  means  to  this  end  is  to  gather  and  examine  what  has  been 
done  by  those  who  have  been  engaged  therein,  and  whose  position  and 
success  have  given  them  a  right  to  be  heard.  Another  and  not  less 
potent  means  is,  to  gain  a  clear  comprehension  of  the  psychological 
basis  of  the  teacher's  work,  and  a  familiar  acquaintance  with  the 
methods  which  rest  upon  correct  psychological  principles.  As  con- 
tributions of  inestimable  value  to  the  history,  the  philosophy,  and  the 
practice  of  education,  we  take  pleasure  in  calling  the  attention  of 
teachers  to  our  books  on  Education,  mentioned  in  the  following  pages. 
It  is  our  purpose  to  add  from  time  to  time  such  books  as  have  con- 
tributed or  may  contribute  so  much  toward  the  solution  of  educational 
problems  as  to  make  them  indispensable  to  every  true  teacher's  library. 

The  following  good  words,  and  also  the  opinions  quoted 
under  the  several  volutnes,  are  an  earnest  of  the  appre^ 
elation  in  which  the  enterprise  is  held :  — 


Dr.  Wm.  T.  Harris,  Concord,  Mass.  : 
I  do  not  think  that  you  have  ever  printed 
a  book  on  education  that  is  not  worthy 
to  go  on  any  teacher's  reading-list,  and 
the  best  list.  {March  26,  1886.) 

J.  W.  Steams,  Prof,  of  the  Science 
%nd  Art  of  Teaching,  Univ.  of  H  'is.  : 
Allow  me  to  say  that  the  list  of  books 
^lijcb  you  are  publishing  for  the  use  ol 

u6 


teachers  seems  to  me  of  exceptional  ex- 
cellence. I  have  watched  the  growth  of 
the  list  with  increasing  pleasure,  and  I 
feel  that  you  have  done  a  service  of  great 
value  to  teachers.  {May  26, 1886.) 

N.  M.  Butler,  Pres.  of  New  York 
City  Coll.  for  Training  of  Teachers  :  I 
am  greatly  Itvt^v^'sX  ^  Vcs.  ^jwsx  'y^.Tv'e?^  'i^^ 
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Compayre' s  History  of  Pedagogy. 

Translated  and  Edited  by  W.  H.  Payne,  Chancellor  of  the  University  of  Nash* 
ville  and  President  of  the  Peabody  Normal  College;  with  Introduction,  Notes, 
References,  and  an  Index.  Cloth.  6i8  pages.  Retail  price,  1^1.75.  Special 
price  for  class  use. 

IN  one  volume  of  moderate  size  the  reader  will  find  an  interesting^ 
instructive,  and  comprehensive  account  of  all  the  greater  move- 
ments in  the  history  of  human  thought  as  it  bears  on  education.  The 
great  need  of  the  teacher  is  breadth  of  view,  and  an  adequate  survey 
of  the  whole  field  of  educational  activity,  and  these  wholesome  and 
necessary  endowments  can  come  only  from  a  study  of  the  history  of 
education.  For  this  high  purpose  it  is  safe  to  say  that  there  is  no 
other  book  in  any  language  which  has  the  excellences  of  Compayrd's 
History  of  Pedagogy. 


W.  T.  Harris,  U.  S.  ComW  of  Edu- 
cation, Washington  ;  It  is  indispensable 
among  histories  of  education. 

G.  Stanley  Hall,    Pres,  of  Clark 

Univ.,  Worcester,  Mass. :  It  is  the  best 
and  most  comprehensive  universal  history 
of  education  in  English.  The  translator 
has  added  valuable  notes. 

Irwin  Shepard,  Pres.  of  State  Nor- 
mal School,  Winona,  Minn. :  We  adopted 
immediately  upon  its  publication,  and  are 
now  using  it  with  great  satisfaction  in  a 
class  of  sixty  members.  Through  the  aid 
of  this  book,  the  subject  has  assumed  a 
new  interest  and  importance  to  all  our 
teachers  and  students. 

Gabriel  Canipayr6,  Chambres  des 
Deputes,  Paris:  Votre  traduction  me 
parait  excellente  et  je  vous  remercie  des 
soins  que  vous  y  avez  mis.  J'ai  grand 
plaisir  ^  me  rehre  dans  votre  langue, 
d'autant  que  vous  n'avez  rien  n6glig6 
pour  I'impression  mat6rielle. 

J.  W.  Stearns,  Prof,  of  the  Science 
and  Art  of  Teaching,  Univ.  of  Wis. :  It 
will,  I  believe,  serve  to  increase  interest  in 
the  history  of  educational  thought  and  ex- 
perience,— an  end  greatly  to  be  desired. 


M.  A.  Newell,  State  Supt.  of  Educa- 
tion, Baltimore,  Md.:  It  is  a  very  valuable 
addition  to  our  pedagogic  literature ;  it  is 
as  brief  as  the  breadth  of  the  subject  would 
allow,  and  is  comprehensive  and  philo- 
sophical. The  notes  and  index  added  by 
Professor  Payne  very  much  increase  the 
value  of  the  work. 

B.  H.  IiUBaell,Prin.  of  State  Normal 
School,  Worcester,  Mass.:  I  say  unhesi- 
tatingly that  it  is  a  very  valuable  edition 
to  the  list  of  first-rate  books  for  teachers 
I  have  put  it  into  the  hands  of  our  senior 
class,  and  have  recommended  it  to  our 
graduates. 

N.  M.  Butler,  Prin.  of  N  Y.  CoU, 
for  Training  of  Teachers:  It  should  be  in 
the  hands  of  every  teacher,  every  normal- 
school  student,  and  on  the  list  of  every 
"  reading  circle."  I  predict  for  the  book 
the  greatest  success,  for  it  deserves  it. 

B.  E.  Higrbee,  late  State  Supt.of  Pub- 
lic Instruction,  Harrisburg,  Penn.  :  I 
hope  it  may  be  introduced  into  all  the  nor- 
mal schools  of  this  State,  and  give  a  dig- 
nified impetus  to  studies  of  such  character, 
so  much  needed  and  so  valuable. 
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Compayre's  Lectures  on  Pedagogy. 

Translated  and  Edited  by  W.  H.  Payne,  Chancellor  of  the  University  of  Nash- 
ville and  President  of  the  Peabody  Normal  College.  Cloth.  500  pages.  Retail 
price,  tf^i.75.    Special  price  for  class  use. 

rHIS  is  a  companion  volume  to  the  Author's  History  of  Peda- 
gogy and  is  characterized  by  the  qualities  that  are  so  conspic- 
jous  in  the  earlier  volume ;  it  is  comprehensive,  clear,  accurate,  and 
is  written  with  rare  critical  insight.  To  have  an  original  and  superior 
mind  elaborate  a  systematic  theory  of  education  out  of  the  best  his* 
toric  materia]  accessible,  and  present  as  its  complement  a  revised 
series  of  methods,  would  be  thought  an  invaluable  service  to  the 
teaching  profession,  but  this  is  precisely  what  M.  Compayre  has 
done  in  this  charming  volume.  It  is  the  most  original  and  satisfac- 
tory manual  for  teachers  that  has  ever  appeared  in  English. 


Jas.  MacAlister,  Supi,  of  Public 
Schools^  Philadelphia^  Pa. :  I  have  known 
the  book  ever  since  it  appeared,  and  re- 
gard it  as  the  best  work  in  existence  on 
the  Theory  and  Practice  of  Education. 

Thomas  J.  Morgran,  receiitly  Prin. 
Si  ate  Normal  School ^  Providence^  R.  I. : 
It  seems  to  me  the  best  book  on  the  sub- 
ject which  has  yet  been  published  in 
America. 

H.  B.  Twitmeyer,  Coll.  of  Northern 
Ill.f  Dakota^  III. :  It  is  the  best  r^sum6  1 
have  ever  seen  on  the  study  and  practice 
of  teaching. 

Richard  Edwards,  Supt,  Public 
'nstruction,  Springfield,  III. :  I  value  the 


book  very  highly  indeed,  and  think  it  will 
have  great  effect  in  uplifting  the  profes- 
sion of  teachers  in  this  country. 

W.  W.  Parsons,  Pres.  Ind.  State 
Normal  School:  I  pronounce  it  an  excel- 
lent popular  treatise  on  the  Science  of 
Education.  I  consider  it  a  valuable  addi- 
tion to  our  professional  literature. 

Christian  Union;  Especially  in- 
genious is  the  chapter  upon  the  education 
of  the  attention ;  that,  too,  upon  the  cul- 
ture of  the  memory  is  of  great  practical 
value.  We  should  like  to  put  this  work 
into  the  hands  of  every  instructor,  whether 
parent  or  teacher. 


Levana  ;  or  the  Doctrine  of  Education. 

A  Translation  from  Jean  Paul  Friedrich  Richter.    Cloth.    451  pages 
Retail  price,  ^$140. 

'lylT'E  add  this  volume  to  our  series  of  "  Educational  Classics  "  in 
^  ^  the  belief  that  it  will  tend  to  ameliorate  that  department  of 
education  which  is  most  neglected  and  yet  needs  most  care,— home 
traiting.  It  may  be  mentioned  that  the  *'Levana"  is  one  of  the  books 
prescribed  to  be  read  for  the  Teacher's  Diploma  of  the  University  of 
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London.    Among  other  topics,  it  treats  of :  — 

The  Importance  of  Education.  Physical  Education. 

The  Spirit  and  Principle  of  Educa-    Female  Education. 


tion. 
To  Discover  and  to  Appreciate  the 

Individuality  of  the  Ideal  Man. 
Religious  Education. 
The  Beginning  of  Education. 
The  Joyousness  of  Children. 
Games  of  Children. 
Music.  [ments. 

Commands,  Prohibitions,    Punish- 


The  Moral  Education  of  Boys. 
Development  of  the  Desire   for 

Intellectual  Progress. 
Speech  and  Writing. 
Development  of  Wit. 
Development  of  Reflection. 
Development    of    the  Sense  of 

Beauty. 
Classical  Education. 


Pestalozzi's  Leonard  and  Gertrude. 


Translated  and  abridged  by  Eva  C manning.  With  an  Introduction  by  G.  Stan- 
ley Hall,  President  of  Clark  Univarsity,  Worcester,  Mass.  Cloth.  193  pages. 
Retail  price,  90  cents. 

THIS  is  a  carefully  abridged  translation,  in  which  the  gist  of  five 
large  volumes  is  compressed  into  a  book  of  less  than  two  hundred 
pages,  which,  while  retaining  much  of  the  quaint  simplicity  of  the  origi- 
nal, avoids  its  repellant  prolixity  and  converts  the  reader's  task  into  a 
pleasure. 

In  this  charming,  instructive,  and  suggestive  union  of  a  capital  story 
and  a  pedagogical  treatise,  Pestalozzi  sets  forth  his  radical,  far-reaching 
views  of  the  true  scope  and  end  of  education  as  well  as  of  the  true 
method  of  attaining  that  end.  It  is  a  book  to  be  read  alike  by  mothers, 
teachers  and  social  reformers,  —  by  all,  in  short,  who  are  convinced 
of  the  necessity  of  uniting  moral  with  intellectual  training. 


The  Nation  ;  If  we  except  Rousseau's 
"  Emile  "  only,  no  more  important  educa- 
tional book  has  appeared  for  a  century 
and  a  half  than  this.  Its  effect,  not  only 
in  Germany,  but  throughout  Europe,  was 
great  and  immediate.  Every  teacher  will 
be  stimulated  and  instructed  by  reading 
this  quaint  and  thrilling  educational  ro- 
mance. 

New  York  School  Journal :  This 
book  fitly  appears  beside  ''  Emile."  The 
spirit  that  is  in  it  is  immortal. 


R.  H.  Quick,  in  ''Educational  Re- 
formers "  ;  No  wonder  that  the  Berne  Ag- 
ricultural Society  sent  the  author  a  gold 
medal,  with  a  letter  of  thanks  ;  and  that 
the  book  excited  vast  interest,  both  in  its 
native  country  and  throughout  Ger' 
many. 

Oscar  Browningr.  in  **  Educational 
Theories'*'' :    A  mother  who   follows   the 
principles  inailcated  in  this  book  can  ed- 
ucate her  children  as  if  she  were  the  pos 
s'^ssor  of  all  the  sciences. 
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Manual  of  Empirical  Psychology. 

An  authorized  translation  from  the  German  of  Dr.  G.  A.  Lindner,  by  Charles 
De  Garmo,  Ph  D.,  Professor  of  Modem  Languages  in  State  Normal  Univei" 
sity,  HI.    Cloth.    274  pages.    Price  by  mail,  ^i.io.    Introduction  price,  ^1,00. 

THIS  is  the  best  Manual  of  Psychology  ever  prepared  from  the 
Herbartian  standpoint,  which,  briefly  characterized,  is  the 
standpoint  of  pedagogics.  No  other  school  of  psychologists  have 
thrown  so  much  light  upon  the  solution  of  the  problems  arising  in  the 
instruction  and  training  of  youth ;  and  no  other  author  of  this  school 
has  been  so  successful  as  Lindner  in  compact  yet  comprehensive  and 
intelligible  statement  of  psychological  facts  and  principles.  The  book 
is  what  its  name  indicates,  a  psychology  arising  from  the  given  data 
of  experience ;  yet  there  is  no  psychology  in  English  which  does  so 
much  toward  arousing  an  intelligent  interest  in  the  advanced  depart- 
ments of  rational  psychology  and  philosophy  in  general. 

That  an  effective  educational  psychology  must  be  based  upon  a 
concrete  experience,  rather  than  upon  the  a  priori  forms  of  mind  \\ 
reasonably  evident,  but  Lindner  is  more  than  a  mere  recorder  of  ex* 
perience.  He  unfolds  his  subject  as  a  true  inductive  science,  never 
losing  sight  of  the  organic  development  of  mental  life.  This  gives 
him  a  great  pedagogical  significance.  Again,  he  is  always  interesting. 
His  explanations  are  lucid,  pointed,  and  self -consistent,  while  every 
department  of  science  and  of  experience  has  yielded  its  choicest  facts 
to  enrich  the  contents  of  the  book. 

The  work  is  especially  recommended  for  normal  schools,    reading 
circles,  and  higher  institutions  of  learning. 

W.  H.  Councill,  Prin.  State  Nor- 
mal and  Industrial  School,  Ala.:  The 
work  possesses  every  merit  necessary  to 


Q.  Stanley  Hall,  Pres.  of  Clark 
Univ.,  Worcester,  Mass.  :  The  practical 
applicability  of  this  stand-point  and  book 
makes  its  merits. 

G.  Williamson  Smith,  Pres.  of 
Trinity  Coll.,  Hartford,  Conn,  :  It  is  an 
original  work,  on  well  cor.ceived  principles 
and  carried  on  by  methods  of  induction 
approved  by  all. 

P.  Louis  Soldan,  Prin.  St.  Louis 
Normal  and  High  School:  Lindner's 
Psychology  is  one  of  the  best  works,  if  not 
the  best,  of  the  vigorous  school  to  which 
he  belongs.  The  translation  is  an  im- 
provement on  the  originaL 


give  it  a  permanent  place  among  the  high- 
est order  of  text  books. 

Q.  S.  Albee,  Pres.  State  Normal 
School,  Oshkosh,  Wis. :  Only  the  most 
original  and  realistic  teachers  have  been 
able  to  obtain  results  in  class  work  which 
lifted  the  study  of  psychology  above  con- 
tempt. This  key-note  of  the  best  and 
most  definitely  true  teaching  appears  upon 
nearly  every  page  of  Lindner.  The  author 
may  congratulate  himself  that  his  Ameri- 
can editoi  vi^c&^.<^'5a«-xsasA'6i^^^^^i(\^'af^5^. 
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The  Essentials  of  Method. 

A  discussion,  of  the  essential  forms  of  right  methods  in  teaching,  l^  Ciarles 
DeGarmo,  Ph.D.,  Professor  of  Modem  Languages  in  State  Normal  University, 
111.    Cloth.    119  pages.    Retail  price,  65  cents.    Special  price  for  dass  use. 

THIS  little  volume  is  an  initial  work  in  the  science  of  methods, 
no  attempt  of  its  kind  ever  having  been  made  in  English.  It 
assumes,  therefore,  an  imp)ortance  and  significance  which  are  not 
measured  by  its  size  or  price. 

It  comprises  three  parts:  I.  The  psychological  basis.  This  con- 
sists mostly  of  a  discussion  of  the  nature  of  the  individual  and  the 
general  notion,  and  of  the  true  nature  of  mental  assimilation,  or 
apprehension;  2.  The  necessary  stages  of  rational  methods  as  de- 
termined by  the  psychological  basis.  We  have  here  an  exposition 
of  the  functions  of  observation,  of  generalization  and  of  the  applica- 
tion of  generalizations  in  fixing  and  utilizing  knowledge ;  3.  Practical 
illustrations,  showing  how  the  teacher  may  consciously  observe 
these  stages  in  his  daily  work  in  the  school  room. 

Experience  shows  that  the  book  is  admirably  adapted  to  training- 
classes  in  normal  schools,  and  to  city  or  village  reading  circles, 
while  no  live  teacher  can  afford  to  remain  partially  or  wholly  uncon- 
cious  of  what  it  reveals. 


J.  W.  Stearns,  Ph.D.,Prtf/.  o/Pg- 

dagcgy,  in  Wisconsin  State  Univ.  :  It  is 
the  first  real  step  toward  the  development 
of  a  science  of  methods  in  this  country. 

B.  A.  Hinsdale,  Prof,  of  Pedagogy^ 
Univ.  of  Michigan^  Ann  Arbor  :  A  very 
good  book  indeed  for  students  of  educa- 
:ional  science.  I  show  my  opinion  of  it 
by  putting  it  on  a  short  list  of  books  that 
1  recommend  to  teachers. 

T.  H.  Balliet,  Supt.  of  Schools, 
Springfield^  Mass.:  I  think  it  has  as 
much  sound  thought  to  the  square  inch  as 
anything  I  know  of  in  pedagogics. 

Geo.  Morris  Philips,  Ph.D.,  Prin, 
State  Normal  School,  West  Chester,  Pa.: 
An  unusually  excellent  little  book ;  there 
CstB  be  no  question  of  its  merit. 


J.  O.  Greenougrh,  Prin,  of  West- 
field  Normal  School,  Mass, :  A  small 
book  but  a  great  work.  One  of  the  best 
pedagogical  books  ever  published  in  the 
English  language. 

M.  L.  Seymour,  Prof  in  State  Nor- 
mal  School,  Chico,  Cal. :  It  is  a  book 
without  a  peer  or  rival  in  the  discussion 
of  the  underlying  principles  of  methods  in 
teaching.  It  should  be  the  daily  compan- 
ion  of  every  teacher  until  fully  assimi' 
lated. 

R.  G.  Boone,   Prof   of  Pedagogy^ 
Univ.oflnd.:  It  seems  to  me  very  sug« 
gestive  and  along  right  lines  as  counteract- 
ing the  wide-spread  tendency  to  adopt  de- 
i  vice  and  formula.     It  promises  teachers  a 
I  rich  return  for  the  most  careful  perusaL 
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Extracts  from  Rousseau  s  Emile. 

Containing  the  Principal  Elements  of  Pedagogy.  With  an .  Introduction  and 
Notes  by  Jules  Steeg.  Paris,  D6put6  de  la  Gironde.  Translated  by  Eleanor 
WoRTHiNGTON,  recently  of  the  Cook  County  Normal  School,  111.  Cloth.  157 
pages.    Retail  price,  90  cents. 

'*  There  are  fifty  pagres  of  the  Emile  that  should  be  bound  in  vei- 
ret  and  gfold." 

—  VOLTAIRB. 

IN  this  book  will  be  found  the  ger.n  of  all  that  is  useful  in  present 
systems  of  education,  as  well  as  most  of  the  ever-recurring  mistakes 
of  well-meaning  zealots.  It  is  a  judicious  selection  from  a  work 
which,  in  its  entirety,  would  tax  the  patience  *of  the  modern  reader. 

The  eighteenth  century  translations  of  this  wonderful  book  have  the 
disadvantage  of  an  English  style  long  disused.  This  new  translation 
has  the  merit  of  being  in  the  dialect  of  the  nineteenth  century,  and  will 
thus  be  enjoyed  by  a  wider  circle  of  readers. 

It  has  been  called  "  Nature's  First  Gospel  on  Education^'*  and  in  Edu- 
cational  Theories^  Oscar  Browning  says  concerning  it :  "  Probably  no 
work  on  the  subject  of  education  has  produced  so  much  effect  as  the 
"  Emiley 


B.  H.  Quick,  in  **  Educational  Re- 
formers^^; Perhaps  the  most  influential 
book  ever  written  on  the  subject  of  educa- 
tion. 

W.  H.  Payne,  Chancellor  of  the 
Univ.  of  Nashville  and  Pres.  of  the  Pea- 
My  Normal  Coll.:  Miss  Worthington 
nas  made  a  version  of  real  merit ;  Rous- 
seau's thought  has  been  transferred  to 
English  with  great  accuracy,  and  much  of 
the  original  grace  of  style  has  been  pre- 
served. The  teachers  of  the  country  are 
indebted  to  you  for  this  invaluable  contri- 
bution to  the  literature  of  the  profes- 
sion. 

J.  W.  DickinBon,  Sec.  of  Mass, 
Board  of  Education  :  It  should  be  in  the 
hands  of  every  teacher  in  the  State. 

Francis  W.  Parker,  Prin.  Cook  Co. 
Normal  School:  Teachers  need  to  go 
back  to  the  man  who  gave  such  an  im- 
mense impulse  to  reform  in  education. 


Gabriel  Compayr6,  in  his  "  His- 
tory of  Pedagogy  ^^ :  The  greatest  educa- 
tional event  of  the  eighteenth  century.  A 
book  written  for  the  future  of  humanity, 
endowed  with  endless  vitality,  half  ro- 
mance, half  essay,  the  grandest  monument 
of  human  thought  on  the  subject  of  edu- 
cation The  Emile,  in  fact,  is  not  a 
work  of  ephemeral  polemics,  nor  simply  a 
practical  manual  of  pedagogy,  but  is  a 
general  system  of  education,  a  treatise  on 
psychology  and  moral  training,  a  profound 
analysis  of  human  nature. 

London  Journal  of  Education : 
The  amazing  originality  and  boldness  of 
the  book,  its  endless  suggestiveness,  are 
too  often  ignored  by  English  critics,  who 
forget  that  nearly  all-  our  brand-new 
theories  are  to  be  found  in  "  Emile." 

Boston  Advertiser :  Such  a  book 
as  this  ought  to  be  read  by  everyone  who 
claims  to  be  interested  in  any  way  in  the 
cause  of  education. 


I 


Habit  in  Education. 

Ao  Essaj  in  PedagogicaJ  Psychologj.  Translated  from  the  Gennan  of  Dr.  pAUt 
HAUtsroCK  by  P.  A.  Caspari,  Teacher  ot  Geraun.  GicU'  High  School,  Balti- 
mote ;  with  an  Inttoduction  by  Dr.  G.  Stakley  Hall,  President  of  Clark  Uni- 
veraity,  Worcester,  Mass.    Cloth.     iifpagBs.     Retail  piice,  75  cents. 

DR.  Radestock  discusses  in  this  UttJe  book  the  various  habits 
in  the  acquisation  of  which  educators  can  vastly  aid  their  pupiis. 
Not  content  with  giving  the  result  of  his  own  expericDCe  and  study  of 
i!ie  principles  forming  the  psycho-pliysio logical  basis  of  habit,  Dr. 
Radestock  offers  the  student  choice  extracts  frora  the  works  of  such 
widely  diSereat  authorities  as  HerbarC  and  Spencer,  Tito  Vignoli, 
Ribot,  Dumont,  and  Dr.  MaudsJey,  and  places  clearly  before  the  read- 
er the  two  conflicting  pedagogical  problems  which  daily  confront  the 
teacher,  yet  to  one  or  the  other  of  which  he  must  look  as  the  aim  and 
end  of  all  his  efforts:  — Which  brings  the  better  result?  To  follow 
Rousseau,  who  says ;  "  The  only  habit  which  a  child  should  be  per- 
mitted to  acquire  is,  that  it  habituate  itself  to  nothingin  particular,"  or 
Bacon,  who  says :  "  Since  custom  Is  the  priuctpal  magistrate  of  man's 
life,  let  men,  by  all  means,  endeavor  to  obtain  good  customs.  Cer- 
tainly, custom  is  most  perfect  when  it  beginneth  in  young  years ;  thb 
we  call  education,  which  is  in  effect  but  early  custom." 


John  Dewey,  Pmf.  af  PiildsQfhy, 
UHni.ofMic&.,AHHAriar:  Radestock 
has  been  tor  some  time  tavorably  known 
by  means  of  his  psychological  monograplis, 
of  whidi  this  upon  Habit  is  no  doubt  the 
best,  as  it  b  also  without  doubt  the  most 
suggestive  and  fruitful  of  all  monngraphs 
upon  this  most  important  subiect. 

Julius  E.  Seeire,  Fris.  of  Amhtrst 
CjII.:  1  am  very  much  pleased  with  it. 
It  is  a  valuable  contribution  to  both  educa- 
tional theory  and  practice. 

J.  W.  Staarns,  Prof,  ofSdeHctand 
Art  of  Tiai:hi«s,  Umv.  of  IVii.!  You 
have  certainly  conferred  agreat  favor  upon 
teachers  by  placing  so  admirable  a  treatise 
within  Iheir  reach,  and  I  hope  it  may  be- 
come widely  linown. 

E.  A.Shelaon,  5/b/(A's™i,i/5c*W, 
Osme^,  tf.  Y.!  lam  much  pleased  with 


jndsE  statement  of  princi- 

wide  range  of  thought  in- 

ided  in  the  book.     It  deserves  a  place 


S.  N.  PeUOW8,  Pnf.  ofMenialaHd 
Moral  Philosofhy  and  Didadies,  StaH 
Unicefla.:  Iregardil  asavaluaUecon- 
tribution  to  pedagogical  literature.  It 
should  find  a  place  in    evsry    leadier's 

Nlcbolas  Uurray  Butler,  Prm, 
of  N.  y.  City  ColUge  for  TraiKing  sf 
Teachers;  It  is  a  wonderfuJ  production 
and  every  Normal  School  and  Training 
Collie  in  this  country  ought  to  use  it. 

B.  H.  Busaell, />n'H.  ef  Slatt  Nor- 
mal School,    IVorcesler,  Mass.:   It  will 
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Rosmini's  Method  in  Education. 


Translated  from  the  Italian  of  Antonio  Rosmini  Serbati  by  Mrs.  William 
Grey,  whose  name  has  been  widely  known  in  England  for  many  years  past  as 
a  leader  in  the  movement  for  the  higher  education  of  women.  Cloth.  389  pages. 
Retail  price,  $1.50. 

THIS  is  a  work  of  singular  interest  for  the  educational  world,  and 
especially  for  all  those  who  desire  to  place  education  on  a 
scientific  basis. 

It  is  an  admirable  exposition  of  the  method  of  presenting  knowl- 
edge to  the  human  mind  in  accordance  with  the  natural  laws  of  its 
development ;  and  the  disciples  of  Froebel  will  find  in  it  not  only  a 
perfectly  independent  confirmation,  but  the  true  psychological  estimate 
of  the  principles  of  FrcebePs  kindergarten  system.  We  believe  that 
this  translation  of  the  work  of  the  great  Italian  thinker  will  prove  a 
boon  to  all  English-speaking  lovers  of  true  education. 


Thomas  Davidson  :  It  is  the  most 
important  pedagogical  work  ever  written. 

J.  W.  Stearns,  Prof,  of  Science  and 
Art  of  Teachings  Univ.  of  Wisconsin  : 
No  one  who  cares  to  understand  the  psy- 
chological grounds  upon  which  right 
primary  methods  must  rest  can  afford  to 
pass  this  book  by.  It  is  a  clear,  simple, 
and  methodical  inquiry  into  the  develop- 
ment of  the  infant  mind,  and  the  kind  of 
knowledge  adapted  to  the  different  stages 
of  its  growth,  and  ought  to  be  at  once  re- 
ceived with  favor  by  American  teachers. 

I  shall  take  great  pleasiu-e  in  calling 
the  attention  of  my  classes  to  this  book, 
and  to  the  list  published  by  your  house, 
which  seems  to  me  composed  of  very  val- 
uable works. 

Mary  Sheldon  Barnes,  formerly 
Prof,  of  History  in  Wellesley  Coll.^Mass. ; 
This  is  a  very  exceptional  work,  in  that  it 
is  at  the  same  time  philosophical  and 
practical.  I  feel  as  if,  in  the  midst  of  all 
the  fragmentary,  erratic,  commonplace 
stuff  that  is  usually  relegated  to  the  name 
of  Pedagogies,  something  worthy,  clear, 
and  intellectually  inspiring  had  at  length 
appeared.    For  myself,  I  wish  to  under- 


stand it  thoroughly  from  cover  to  cover  j 
for  while  I  may  not  always  agree  with  it, 
still  it  will  compel  me  to  define  more 
clearly  just  what  I  do  think  —  a  most  val- 
uable intellectual  service. 

The  Nation:  -The  book  shows  the 
influence  of  psychology  in  determining  all 
methods  of  pedagogy,  and  moves  towards 
the  practical  spirit  of  modern  times  in  that 
it  has  no  speculative  problems  to  solve, 
and  no  special  intellectual  ends  like  those 
of  philosophy  to  condition  the  mode  of 
education  it  defends. 

New  York  World:  His  ideal  of  life 
is  so  high,  his  motives  are  everywhere  so 
noble,  that  the  very  perusal  of  his  book 
will  be  itself  a  sort  of  education  to  parents 
and  teachers.  And  we  should  say  that 
no  parent  or  teacher  having  at  heart  the 
highest  good  of  the  children  committed  to 
his  care  can  afford  to  be  without  this  book. 
It  will  impress  those  who  read  it  with  the 
importance  of  education  and  of  its  far- 
reaching  power,  and  render  teachers  earn- 
est in  neir  work.  The  translation  is  well 
done.  Mrs.  Grey,  who,  a  most  excellent 
Italian  scholar,  has  come  to  the  work  with 
every  advantage. 


